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La	   tesis	   doctoral	   que	   aquí	   se	   presenta	   se	   marcó	   el	   objetivo	   (cumplido	   en	   su	  
finalización)	  de	  realizar	  un	  estudio	  sobre	  indicadores	  y	  procedimientos	  de	  evaluación	  para	  
medir	   la	   eficacia	   en	   la	   implantación	   de	   programas	   educativos	   de	   doble	   lengua	   (dual-­‐
language	   education	   programs)	   en	   colegios	   europeos.	   El	   marco	   teórico	   que	   apoya	   este	  
estudio	  se	  refiere	  a	   los	  estudios	  sobre	  escuelas	  bilingües	  y	  a	   los	  diferentes	  niveles	  en	   la	  
eficacia	   de	   sus	   programas.	   Los	   logros	   de	   la	   educación	   bilingüe	   se	   pueden	   considerar	  
desde	  perspectivas	  diferentes,	  y	  se	  necesita	  tener	  en	  cuenta	  varios	  aspectos.	  Además,	  el	  
modo	  de	  ver	  el	  bilingüismo	  ha	  cambiado	  a	  lo	  largo	  de	  los	  años,	  lo	  que,	  indudablemente,	  
ha	  influenciado	  la	  consideración	  de	  la	  educación	  bilingüe.	  Hoy	  en	  día,	  estamos	  seguros	  de	  
que	  el	  hecho	  de	  ser	  bilingües	  significa	  algo	  más	  que	  ser	  capaces	  de	  comunicarse	  en	  una	  
segunda	   lengua	   (Byram	   2011).	   Hay	   que	   ser	   capaz	   de	   manejarse	   en	   dos	   culturas	  
diferentes,	   al	   tiempo	   que	   se	   mantiene	   la	   propia	   identidad	   (Chawla	   2003).	   Yudhijit	  
Bhattacharjee	  (2012)	  afirma	  que	  existe	  una	  evidencia	  concluyente	  de	  que	  el	  bilingüismo	  
tiene	   un	   efecto	   positivo	   sobre	   el	   cerebro	   ya	   que	   mejora	   las	   habilidades	   cognitivas	   no	  
relacionadas	   con	   el	   lenguaje	   y	   protege	   de	   la	   demencia	   en	   edades	   avanzadas.	   Pavlenko	  
(2005)	  también	  confirma	  que	  la	  presencia	  de	  diferentes	   lenguas	  y	  culturas	  tiene	  efectos	  
positivos	   en	   el	   individuo.	   El	   aprendizaje	   de	   una	   segunda	   lengua	   es,	   desde	   esta	  
perspectiva,	   la	   socialización	   del	   individuo	   al	   objeto	   de	   conseguir	   nuevas	   formas	   de	  
entender	   la	  vida,	  nuevas	  perspectivas	  y	  otra	  forma	  de	  hablar.	  Pavlenko	  y	  otros	  estudios	  
demuestran	   que	   el	   bilingüismo	   ofrece	   indudables	   ventajas	   a	   la	   hora	   de	   enriquecer	   las	  
habilidades	   lingüísticas	   del	   individuo	   y	   es	   indispensable	   para	   el	   pensamiento	   crítico	   y	  
flexible.	  
Esta	   tesis	  doctoral	   se	  ha	  desarrollado	  en	  torno	  a	  estos	  elementos	  y	  su	  evolución	  puede	  
definirse	  en	  dos	  fases.	  En	  la	  primera	  etapa	  (durante	  el	  curso	  2012-­‐2013)	  se	  definieron	  los	  
objetivos,	   se	   elaboraron	   los	   instrumentos	   de	   indagación	   y	   se	   recogieron	   los	   datos	  
empíricos	  previstos	  para	  el	  desarrollo	  de	  la	  investigación.	  En	  la	  segunda	  etapa	  (durante	  el	  
curso	   2013-­‐14)	   se	   ha	   procedido	   al	   análisis	   de	   datos,	   comparación	   y	   discusión	   de	   los	  
mismos,	   y	   extracción	   de	   conclusiones.	   Todos	   estos	   elementos	   han	   quedado	   fielmente	  
recogidos	   en	   la	   memoria	   de	   la	   tesis	   doctoral,	   incluyendo	   la	   revisión	   actualizada	   de	  
antecedentes	  sobre	  el	  tema,	  la	  formulación	  de	  un	  marco	  teórico	  bien	  fundamentado	  y	  la	  
selección	  bibliográfica	  correspondiente.	  	  
Al	   mismo	   tiempo	   se	   han	   publicado,	   en	   revistas	   y	   congresos,	   diversos	   trabajos	  
directamente	   relacionados	   con	   los	   resultados	   de	   los	   estudios	   llevados	   a	   cabo	   en	   el	  
desarrollo	  de	  la	  tesis:	  Muszynska	  y	  Gómez	  (2015a);	  Muszynska	  y	  Gómez	  (2015b).	  	  
En	   definitiva,	   la	   autora	   de	   esta	   tesis	   ha	   demostrado	  durante	   todo	   este	   periodo	  que	  ha	  
adquirido	  una	  formación	  adecuada	  como	  investigadora;	  esa	  formación	  se	  ha	  plasmado	  en	  
un	  trabajo	  de	  investigación	  de	  interés	  actual	  y	  que	  puede	  ser	  importante	  para	  la	  mejora	  
de	  la	  praxis	  docente	  en	  contextos	  bilingües	  internacionales.	   
Por	  todo	  ello,	  se	  autoriza	  la	  presentación	  de	  la	  tesis	  doctoral.	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  1.	  Introduction	  
	  
This	   thesis	   contributes	   to	   new	   evidence	   in	   terms	   of	   providing	   data	   of	   how	   to	   evaluate	  
effectively	  bilingual	  education	  programs.	  This	   study	  has	  been	  carried	  out	  under	  a	  European	  
scope,	  and	  it	  provides	  an	  evaluative	  perspective	  on	  the	  ways	  of	  measuring	  the	  effectiveness	  
of	   bilingual	   programs	   in	   Europe.	   It	   provides	   the	   evaluative	   perspective	   on	   the	   ways	   of	  
measuring	   the	   effectiveness	   of	   bilingual	   programs	   in	   Europe.	   The	   theoretical	   background	  
underlining	   this	   study	   refers	   to	  bilingual	   schools	   and	   the	  different	   levels	   of	   their	   programs’	  
effectiveness.	   The	   achievements	   of	   bilingual	   education	   can	   be	   viewed	   from	   different	  
perspectives,	  and	  various	  aspects	  of	  education	  need	   to	  be	   taken	   into	  account.	  The	  view	  on	  
bilingualism	   has	   changed	   over	   the	   years,	   and	   undoubtedly	   it	   has	   influenced	   the	   view	   of	  
bilingual	   education.	   Nowadays,	   we	   are	   aware	   of	   the	   fact	   that	   being	   bilingual	  means	  more	  
than	  just	  being	  able	  to	  communicate	  in	  a	  second	  language	  (Byram	  2011).	  You	  need	  to	  be	  able	  
to	  move	  back	  and	  forth	  between	  two	  cultures	  while	  maintaining	  your	  own	  sense	  of	   identity	  
(Chawla	   2003).	   	   Yudhijit	   Bhattacharjee	   (2012)	   states	   that	   there	   is	   conclusive	   evidence	  
presenting	  that	  bilingualism	  has	  immense	  effect	  on	  one’s	  brain,	  as	  it	  improves	  cognitive	  skills	  
not	   related	   to	   language	   and	   protects	   against	   dementia	   in	   old	   age.	   Pavlenko	   (2005)	   also	  
confirms	   that	   different	   languages	   and	   cultures	   cause	   specific	   cognitive	   effects.	   Learning	   a	  
second	  language	  is	  in	  that	  view	  socialization	  into	  new	  understandings,	  perspectives	  and	  ways	  
of	  speaking.	  Pavlenko’s	  and	  other	  studies	  demonstrate	  that	  bilingualism	  is	  advantageous	  for	  
enriching	  the	  speakers’	  linguistic	  skills	  and	  indispensable	  for	  flexible	  and	  critical	  thinking.	  
Nowadays	  educational	  systems	  need	  to	  be	  remodeled	  towards	  the	  transformations	  that	  take	  
place	   in	   our	   societies.	   In	   CLIL	   (Content	   and	   Language	   Integrated	   Learning),	   the	   content	   is	  
closely	   related	   to	   the	   notion	   of	   modern	   times,	   and	   linked	   to	   the	   way	   human	   brain	   learns	  
(Coyle,	  Hood	  &	  Marsh	  2010).	  CLIL	  as	  an	  educational	  program	  has	  a	  strong	  political	  basis.	  The	  
European	   Commission	   regards	   Learning	   one	   lingua	   franca	   as	   not	   sufficient	   (García	   2009).	  
According	   to	   its	   policies,	   every	   European	   citizen	   should	   have	   meaningful	   communicative	  
competence	   in	   at	   least	   two	   languages	   in	   addition	   to	   their	   mother	   tongue	   (García	   2009).	  
Balanced	  bilingualism	  is	  a	  concept	  related	  to	  children	  and	  adults	  who	  are	  equally	  competent	  
in	   two	   languages	   in	   all	   contexts.	   However,	   since	   bilingual	   education	   is	   fitted	   for	   the	  
mainstream	   classroom,	   the	   goal	   that	   it	   needs	   to	   concentrate	   on	   achieving	   is	   a	   balance	  
between	   linguistic	   and	   non-­‐linguistic	   outcomes.	   Lindholm-­‐Leary	   (2001)	   confirms	   that	   dual	  
language	   programs	   are	   efficient	   in	   advancing	   language	   proficiency,	   academic	   achievement,	  
and	  positive	  attitudes	  towards	  learning	  languages.	  The	  most	  important	  factors,	  in	  view	  of	  the	  
above,	  are	  progression	  and	  continuity	  (García	  2009).	  Deficiency	  of	  those	  two	  factors	  may	  lead	  
to	  unsuccessful	  bilingual	  development	  in	  learners.  
Therefore,	   a	   crucial	   aspect	   of	   achieving	   the	   above	   aims	   lies	   in	   the	   development,	  
implementation	   and	   evaluation	   of	   above-­‐mentioned	   curricula.	   These	   actions	   entail	   political	  
piloting,	  planning	  and	  development,	  implementation,	  and	  evaluation	  on	  various	  levels	  of	  the	  
school	   system.	   Brisk	   (2010),	   Mehisto	   (2012)	   and	   the	   Council	   of	   Europe	   (2010)	   provide	  
frameworks	  and	  benchmarks	  for	  school	  evaluation,	  which	  are	  designed	  to	  provide	  feedback	  
for	   the	   bilingual	   programs.	   Evaluation	   processes	   disclose	   any	   issues	   and	   discrepancies	   of	   a	  
program	  which	  needs	  to	  be	  developed,	  but	  also	  help	  to	   identify	   its	  accomplishments,	  which	  
then	   can	   be	   shared	   as	   examples	   of	   good	   practice	   with	   other	   schools.	   In	   general,	   the	  
evaluation	   of	   dual	   language	   schools	   indicates	   relative	   success	   in	   promoting	   bilingual,	  
biliterate,	  and	  multicultural	  competences	  (Lindholm-­‐Leary	  &	  Genesee	  2010).	  Strong	  bilingual	  
programs	  and	  bilingualism	  promote	  academic	  success.	  However,	  this	  can	  only	  be	  achieved	  if	  a	  
bilingual	  education	  program	  is	  successful	  and	  that	  can	  be	  supported	  with	  the	  application	  of	  
relevant	  benchmarking	  techniques	  and	  other	  tools	  used	  for	  the	  evaluation	  of	  such	  programs.	  
The	  questions	  raised	  in	  this	  study	  refer	  to	  what	  benchmarking	  techniques	  are	  used	  by	  various	  
schools	  and	  whether	  the	  evaluation	  tools	  could	  be	  used	  effectively	  in	  different	  contexts	  and	  
applied	  in	  bilingual	  programs	  across	  Europe.	  The	  answers	  to	  these	  questions	  underpin	  greater	  
understanding	   of	   various	   perceptions	   of	   what	   a	   successful	   program	   entails	   as	   well	   as	   to	  
different	   approaches	   to	   assessment.	   So	   far,	   there	   has	   been	   little	   discussion	   about	   what	  
evaluation	  tools	  are	  actually	  used	  by	  the	  schools	  and	  how	  the	  results	  are	  interpreted	  and	  lead	  
to	  further	  curriculum	  development.	  Therefore,	  schools	  from	  various	  contexts,	  with	  different	  
bilingual	  programs	  in	  Europe,	  state	  and	  private,	  have	  been	  chosen	  for	  this	  study	   in	  order	  to	  
clarify	   whether	   the	   frameworks	   and	   benchmarks	   used	   by	   them	   were	   applicable	   beyond	   a	  
specific	   case.	   Source	  materials	   gathered	   in	   the	   process	   of	   this	   research	   are	   analysed,	   with	  
particular	  attention	  paid	  to	  their	  applicability	  to	  the	  study.	  	  
Research	   methodology	   includes	   both	   quantitative	   and	   qualitative	   methods.	   The	   Mixed	  
Methods	  (MM)	  Design	  has	  been	  applied	   in	  this	  study,	  as	  the	  combination	  of	  the	  QUAN	  and	  
QUAL	  methods	  supports	  a	  better	  understanding	  of	  the	  research	  problem.	  This	  study	  involved	  
deductive	   and	   inductive	   logic	   of	   inquiry.	  Deductive	   reasoning	  was	  used	   at	   the	  beginning	  of	  
the	  study	  to	  make	  certain	  predictions	  about	  the	  data	  needed	  to	  match	  the	  frameworks	  and	  
benchmarks	   suggested	   by	   the	   experts.	   The	   premise	   in	   the	   deductive	   reasoning	   was	   the	  
assumption	   that	   all	   of	   the	   schools	   use	   certain	   tools	   to	   measure	   the	   effectiveness	   of	   their	  
bilingual	  education	  programs.	  The	  records	  from	  all	  of	  the	  schools	  are	  examined	  in	  detail,	  and	  
analyses	  presented	  focusing	  on	  the	  ways	  the	  schools	  assess	  their	  bilingual	  curriculum.	  	  
This	  study	  aims	  to	  determine	  what	  frameworks	  and	  benchmarks	  are	  used	  by	  various	  schools	  
in	  Europe	  as	  a	  reference	  for	  evaluating	  their	  programs,	  but	  also	  to	  present	  what	  frameworks	  
and	  benchmarks	   recommended	  by	  experts	  are	  applied	   in	   those	  schools	  and	   to	  what	  effect.	  
This	   research	   demonstrates	   such	   application.	   Nevertheless,	   much	   uncertainty	   still	   exists	  
about	   the	   level	   and	   quality	   of	   the	   school	   program’s	   evaluation	   and	   the	   awareness	   of	   its	  
importance	  as	   such.	  Therefore,	   investigating	   the	   issue	  of	  evaluation	   /	  benchmarking	   should	  
become	  an	  increasing	  concern	  for	  the	  researchers	  and	  educators	  in	  the	  near	  future.	  Analyses	  
of	   the	   data	   from	   the	   schools	   contribute	   to	   valuable	   interpretations	   of	   how	   program	  
evaluation	  is	  employed	  and	  undertaken	  by	  the	  schools.	  The	  conclusions	  are	  placed	  within	  the	  
context	  of	  bilingual	  education	  programs’	  assessment.	  	  	  
	  
The	  overall	  structure	  of	  the	  study	  takes	  the	  form	  of	  six	  chapters,	   including	  this	   introductory	  
chapter.	  
This	  thesis	  is	  composed	  of	  five	  themed	  chapters.	  	  
Chapter	   Two	   is	   devoted	   to	   a	   deep	   study	   about	   bilingualism	   and	   bilingual	   education,	   as	   it	  
establishes	  the	  theoretical	  framework	  of	  this	  Thesis.	  It	  begins	  by	  taking	  a	  perspective	  on	  how	  
bilingualism	  and	  bilingual	  education	  has	  evolved	  over	  the	  years.	  
The	   third	   chapter	   identifies	   the	  methodology	   used	   for	   this	   study,	   research	   approaches	   and	  
implications	  for	  data	  collection.	  
The	   fourth	   chapter	   presents	   the	   summary	   of	   the	   research	   findings	   as	   well	   as	   the	   links	  
between	  the	  study	  and	  related	  literature.	  
Chapter	   five	   analyses	   the	   results	   gathered	   from	  all	   of	   the	   schools	  during	   the	   course	  of	   this	  
research.	  
The	   final	   part	   reviews	   the	   entire	   thesis,	   summarising	   the	   various	   theoretical	   and	   empirical	  
strands	  in	  order	  to	  come	  to	  certain	  outcomes.	  Finally,	  the	  conclusion	  offers	  a	  brief	  summary	  
and	  critique	  of	  the	  findings,	  at	  the	  same	  time	  that	  it	  includes	  a	  discussion	  of	  the	  implication	  of	  
the	  findings	  to	  future	  research	  into	  this	  area.	  
	  2.	  Theoretical	  background	  
‘With	  perhaps	  6,000	  languages	  of	  the	  Word,	  far	  more	  than	  200	  countries,	  an	  equally	  
rough-­‐and-­‐ready	  calculation	  suggests	  that	  human	  beings	  are	  more	  likely	  than	  not	  to	  be	  
able	  to	  speak	  more	  than	  one	  language.’	  	  	  
Kroll	  J.,	  Groot	  A.,	  Handbook	  of	  Bilingualism,	  2009:3.	  
	  
One	   of	   the	  most	   phenomenal	   human	   brain	   qualities	   is	   the	   ability	   to	   learn	   a	   language	   in	   a	  
relatively	  short	  time.	  It	  seems	  fascinating	  to	  realize	  that	  all	  of	  the	  people,	  when	  they	  are	  born,	  
can	  acquire	  every	  language	  or	  even	  two	  or	  more	  languages,	  and	  every	  phoneme	  in	  any	  of	  the	  
languages.	  Most	  of	  the	  people	  also	  seem	  to	  acquire	  their	  primary	  language	  in	  pretty	  much	  the	  
same	  sequence	  and	  in	  approximately	  the	  same	  way.	   It	  seems	  indeed	  most	   interesting	  to	  be	  
able	  to	  ask	  and	  answer	  the	  question	  of	  how	  this	  miraculous	  condition	  occurs.	  There	  has	  been	  
immense	  body	  of	  research	  done	  on	  first	  language	  acquisition	  in	  the	  recent	  years.	  	  
	  
2.1	  The	  developmental	  sequences	  in	  first	  language	  acquisition	  
	  
Researchers	   have	   described	   developmental	   sequences	   for	   many	   aspects	   of	   first	   language	  
acquisition	   (Lightbown	  &	  Spada	  2006).	  Rod	  Ellis	   (1984)	  reinforces	  the	   idea	  of	   them	   in	  detail	  
and	  outlines	  three	  developmental	  stages:	  the	  silent	  period,	  formulaic	  speech,	  and	  structural	  
and	  semantic	  simplification.	  All	  of	   the	  children	  acquiring	   their	   first	   language	  go	   through	  the	  
silent	  period,	  when	   they	   listen	   to	   the	   language	  around	   them.	  By	   the	  end	  of	   first	  year,	  most	  
babies	   can	   understand	   quite	   a	   few	   high	   frequency	  words.	   The	   second	   stage,	   the	   formulaic	  
speech,	  manifests	   itself	  by	  memorized	  chunks	  of	   language,	   specific	  patterns	  used	   in	   certain	  
occasions,	   for	   instance	   greetings.	  McNeill	   (1970)	   argued	   that	   one-­‐word	   utterances	   show	   a	  
linguistic	   sophistication,	  as	  single	  words	  stand	   for	  whole	  sentences.	  They	  go	   far	  beyond	  the	  
actual	   sound	   spoken.	   By	   the	   age	   of	   two,	  most	   children	   can	   produce	   at	   least	   fifty	   different	  
words.	  The	  last	  stage	  refers	  to	  the	  structural	  and	  semantic	  simplifications	  that	  children	  apply	  
to	   their	   native	   language.	   Those	   simplifications	   occur	   either	   because	   children	   have	   not	  
acquired	  all	   the	   linguistic	   forms	  of	   language	  that	  they	  need	  or	  because	  they	  are	  not	  able	  to	  
access	   them	   during	   production.	   Cromer	   (1970)	   implied	   that	   the	   inconsistency	   in	   children’s	  
speech	  is	  a	  normal	  transitional	  stage	  as	  children	  move	  from	  one	  hypothesis	  about	  language	  to	  
the	  next.	  They	  occur	  when	  children	  realize	  that	  the	  old	  pattern	  is	  not	  sufficient	  and	  formulate	  
a	   new	   one.	   Those	   simplifications	   in	   the	   language	   use	   are	   also	   sometimes	   referred	   to	   as	  
telegraphic,	   because	   they	   omit	   the	   grammatical	   parts	   of	   speech	   that	   doesn’t	   carry	   the	  
meaning	   (Lightbown	  &	   Spada	   2006).	   Yet	   at	   the	   same	   time,	   even	   the	   smallest	   children	   can	  
creatively	   combine	   words	   to	   grasp	   meaning	   and	   communicate	   with	   others.	   All	   children	  
appear	  to	  go	  through	  similar	  ‘stages’	  of	  acquiring	  language.	  The	  age	  at	  which	  they	  reach	  each	  
stage	  varies,	  but	  the	  chronological	  order	  remains	  the	  same.	  Consequently,	  the	  stages	  can	  be	  
divided	  into	  the	  following	  phases	  (Aitchison	  2008:68).	  
	  
Language	  stage	   Beginning	  age	  
Crying	  
Cooing	  
Babbling	  
Intonation	  patterns	  
One-­‐word	  utterances	  
Two-­‐word	  utterances	  
Word	  inflections	  
Questions,	  negatives	  
Rare	  or	  complex	  constructions	  
Mature	  speech	  
Birth	  
6	  weeks	  
6	  months	  
8	  months	  
1	  year	  
18	  months	  
2	  years	  
2	  ¼	  years	  
5	  years	  
10	  years	  
Table	  1	  
	  
Although	   a	   number	   of	   different	   cries	   can	   be	   detected,	   crying	   seems	   to	   be	   instinctive	   and	  
perhaps	   should	   not	   be	   regarded	   as	   a	   part	   of	   language	   development.	   The	   cooing	   phase	   is	  
difficult	  to	  describe.	  Babies	  make	  ‘goo	  goo’	  sounds,	  which	  seem	  to	  be	  universal.	  	  Throughout	  
the	  babbling	  period,	  however,	  babies	  experiment	  with	  their	  mouth	  and	  tongue.	  They	  bubble,	  
gurgle	  and	  splutter.	  Some	  researchers	  have	  attempted	  to	  compare	  babbling	  babies	  who	  have	  
been	   exposed	   to	   different	   languages.	   Chinese	   babies	   tend	   to	   produce	   monosyllabic	  
utterances	  with	  much	  tonal	  variation,	  as	  Chinese	  is	  a	  language	  which	  distinguishes	  words	  by	  
changes	  in	  ‘tone’	  or	  ‘pitch’.	  American	  babies,	  on	  the	  other	  hand,	  produce	  polysyllabic	  babbles	  
with	  various	   intonation.	  This	   study	  suggests	   that	  children’s	  babbling	  gradually	  progresses	   in	  
the	   direction	   of	   the	   sounds	   they	   hear	   around	   them.	   During	   the	   intonation	   pattern	   phase	  
babies	   produce	   sounds	   that	   imitate	   speech.	   Babbling	   slowly	   disappears	   as	   single	   words	  
appear.	   During	   the	   two-­‐word	   stage,	   children	   begin	   to	   put	   words	   together	   and	   their	  
vocabulary	   intake	   and	   progress	   they	   make	   is	   really	   impressive.	   Soon	   they	   start	   adding	  
inflections	   to	   their	  words,	   and	   start	  building	  on	   their	  basic	   construction	  of	  noun	  and	  verbs.	  
Questions	  and	  negatives	  are	  more	  complex	  structures,	  yet,	  all	  of	  the	  children	  seem	  to	  acquire	  
them	   in	  more	   or	   less	   the	   same	   order	   adequate	   to	   their	   first	   language.	   By	   the	   age	   of	   five,	  
children	  would	  have	  mastered	  a	   language	  more	  or	   less	  perfectly.	  Their	   language	  acquisition	  
will	  continue	  slowly	  until	  approximately	  the	  age	  of	  ten.	  	  
Babies	  seem	  to	  know	  a	   lot	  about	   language	   from	  the	  moment	   they	  are	  born	  and	   learn	  each	  
time	  they	  hear	  or	  utter	  a	  sound	  or	  a	  word.	  They	  are	  learning	  about	  speech	  long	  before	  they	  
begin	  to	  speak.	  Nevertheless,	  they	  need	  to	  learn	  a	  great	  deal	  about	  their	  language.	  They	  have	  
to	  break	  up	   the	   continuous	   stream	  of	   sounds	  and	   identify	  each	  of	   them	  as	   separate	  words	  
and	   do	   it	   accurately.	   Small	   differences	   in	   sounds	   might	   mean	   big	   differences	   in	   meaning.	  
However,	  imitating	  a	  sound	  is	  not	  so	  easy.	  Hence,	  the	  cooing	  and	  babbling	  periods	  are	  crucial	  
in	  order	  to	  exercise	  the	  vocal	  cords	  and	  move	  babies’	  mouths.	  Another	  skill	  that	  needs	  to	  be	  
acquired	   is	  combining	  words	   into	  sentences,	  as	  only	  using	  words	   in	  a	  context	  demonstrates	  
that	  they	  know	  what	  the	  words	  mean.	  Knowing	  a	  word	  is	  not	  the	  same	  as	  understanding	  its	  
meaning.	   Young	   children	   posses	   powerful	   abilities	   to	   abstract	   patterns	   and	   discover	  
regularities	   in	   the	   language	   around	   them.	   Nowadays,	   linguists	   sometimes	   use	   the	   term	  
bootstrapping	  to	  describe	  the	  process	  of	  learning	  when	  children	  take	  what	  they	  already	  know	  
and	  use	   it	   as	  a	  basis	   to	   learn	  more.	  They	  pull	   themselves	  by	   their	  own	  bootstraps	   (Gopnik,	  
Meltzoff	  &	  Kuhl	  2001).	  	  
	  
The	  explanation	  of	  first	  language	  acquisition	  has	  been	  long	  sought	  for	  by	  many	  researchers.	  B.	  
F.	  Skinner’s	   theory	  was	  a	   leading	  one	   in	   the	  1940s	  and	  1950s.	  His	  hypothesis	  was	  based	  on	  
behaviorism	   and	   the	   ‘positive	   reinforcement’	   or	   ‘operant	   conditioning’	   assumption.	   He	  
postulated	  an	  opinion	   that	  when	  children	   imitated	   the	   language	  produced	  by	   those	  around	  
them,	   they	   received	   ‘positive	   reinforcement’	   in	   a	   form	   of	   a	   praise	   or	   simply	   successful	  
communication,	  which	  would	  form	  child’s	  language	  development.	  Noam	  Chomsky	  challenged	  
Skinner’s	   theory.	   He	   argued	   that	   language	   advances	   in	   the	   child	   in	   the	   same	  way	   as	   other	  
biological	  functions	  do,	  therefore,	  children	  cannot	  be	  trained	  like	  parrots.	  Chomsky’s	  studies	  
of	   language	  and	  his	  work	  on	   the	   internalized	   rule	   structure	   revolutionized	  many	  aspects	  of	  
linguistics	  and	  psychology.	  He	   inspired	  many	  researchers	   to	   treat	   language	  as	   the	  means	   to	  
better	  understanding	  of	  the	  human	  mind.	  According	  to	  him,	  people	  were	  born	  with	  a	  specific	  
innate	   ability	   to	   uncover	   for	   themselves	   the	   underlying	   rules	   of	   a	   language	   system	   on	   the	  
basis	  of	   the	   samples	  of	   a	  natural	   language	   they	  are	  exposed	   to	   (Lightbown	  &	  Spada	  2006).	  
This	   natural	   ability	  was	   defined	   as	   universal	   to	   all	   human	  beings.	   ‘There	   are	   very	   deep	   and	  
restrictive	   principles	   that	   determine	   the	   nature	   of	   human	   language	   and	   are	   rooted	   in	   the	  
specific	   character	   of	   the	   human	   mind’	   (Chomsky	   1968,	   Language	   and	   Mind).	   This	   innatist	  
perspective	  underlines	  the	  fact	  that	  all	  children	  are	  capable	  to	  successfully	  learn	  their	  native	  
language	  but	   also	  other	   languages,	   if	   they	   live	   in	   a	  multilingual	   society.	   Children	   learning	   a	  
language	   seem	   to	   know	   unconsciously	   that	   language	   requires	   structure-­‐dependant	  
operations.	   They	   seem	   to	   learn	   complex	   structures	   and	   internalized	   rules	   in	   an	   unusually	  
short	  time.	  Therefore,	  it	  is	  not	  really	  a	  question	  whether	  humans	  are	  innately	  predisposed	  to	  
learn	  a	  language,	  but	  what	   is	  innate.	  There	  is	  also	  more	  up	  to	  date	  evidence	  suggesting	  that	  
humans	   have	   a	   special	   ability	   to	   acquire	   grammar	   in	   the	   early	   years	   (Pulvermüller	   2010).	  
Chomsky	  has	  changed	  his	  views	  on	   language	  acquisition	   repeatedly	   in	  his	   life.	  He	  described	  
them	   in	  Knowledge	  of	   Language:	   Its	  Nature,	  Origin	   and	  Use	   (1986),	   later	   in	  The	  Minimalist	  
Program	  (1995),	  and	  further	  in	  On	  Nature	  and	  Language	  (2002).	  In	  the	  end	  he	  attempted	  to	  
find	   basic	   laws	   of	   nature,	   the	   linguistic	   equivalent	   of	   the	   law	   of	   gravity	   (Aitchison	   2008).	  
Chomsky	  also	  often	  referred	  to	  critical	  periods	  in	  children’s	  development.	  During	  these	  times	  
of	  rapid	  development	  a	  particular	  ability	  should	  progress	  in	  order	  to	  be	  developed	  sufficiently	  
(Newport	   2003).	   Some	   questions	   regarding	   the	   critical	   period	   still	   remain	   unanswered,	   for	  
instance,	  whether	  there	   is	  a	   linguistic	  sensitive	  period.	  There	  have	  been	  rare	  cases	  of	  a	   few	  
tragic	   incidents	   to	   support	   this	   view,	   such	   as	   the	   case	   of	   a	   fourteen-­‐year-­‐old	   girl,	   who	  
remained	  tied	  to	  a	  chair	  and	  locked	  in	  a	  small	  room	  most	  of	  her	  life.	  She	  was	  unable	  to	  learn	  
to	   speak	  after	   she	  had	  been	   rescued.	  Nevertheless,	   in	   those	  circumstances,	   it	   is	   immensely	  
hard	  to	  say	  what	  factors	  influenced	  her	  speech.	  After	  all	  she	  experienced	  inhuman	  treatment.	  
Another	   question	   refers	   to	   how	   children’s	   sensitivity	   to	   language	   works.	   A	   ‘turning-­‐in’	  
hypothesis	  suggests	  that	  at	  each	  age,	  a	  child	  might	  be	  attuned	  to	  some	  particular	  aspect	  of	  
language	  (Locke	  1997).	  Babies	  may	  be	  tuned	   in	  to	  sounds,	  older	  children	  to	  the	  syntax,	  and	  
after	   the	   age	   of	   ten,	   the	   vocabulary	   remains	   the	   main	   concern	   (Aitchison	   1997).	   The	  
implications	   for	   second	   language	   learning	   might	   be	   that	   learning	   a	   second	   language	   past	  
puberty	  might	  not	  only	  result	  in	  speaking	  with	  a	  foreign	  accent,	  but	  people	  might	  also	  find	  it	  
challenging	   to	   understand	   spoken	   speech	   and	   have	   more	   difficulty	   with	   the	   grammar.	  
Children	  who	  learn	  an	  additional	  language	  between	  the	  ages	  of	  three	  and	  seven,	  perform	  like	  
native	  speakers	  on	  various	  tests	  (Gopnik,	  Meltzoff	  &	  Kuhl	  2001).	  In	  both	  classical	  and	  modern	  
view	  regarding	  critical	  periods,	  scientists	  are	  certain	  that	  people	  learn	  more	  easily	  at	  one	  age	  
than	  another.	  The	  crucial	  difference	  is	  whether	  this	  is	  due	  to	  a	  biological	  clock	  or	  to	  the	  brain	  
structures	  we	  have	  already	  developed.	  
In	  the	  past,	  discussions	  regarding	  language	  acquisition	  centred	  on	  the	  nature	  versus	  nurture	  
argument.	  Whereas,	   the	  cognitive	  and	  developmental	  psychologists	  nowadays	   focus	  on	   the	  
connection	   between	   children’s	   innate	   learning	   ability	   and	   the	   environment	   in	   which	   they	  
develop,	   as	   both	   of	   them	   determine	   language	   acquisition.	   The	   capacity	   to	   learn	   about	   the	  
culture	  around	  us	   is	  part	  of	  our	  biology,	  and	  the	  drive	  to	   learn,	   in	  general,	   is	  our	   important	  
and	   central	   instinct	   (Gopnik,	  Meltzoff	   &	   Kuhl	   2001).	   The	   question	   of	   how	   children	   acquire	  
knowledge	  is	  one	  asked	  by	  Socrates	  and	  is	  still	  asked	  today.	  Socrates	  believed	  that	  people	  can	  
understand	  some	  abstract	  concepts	  such	  as	  virtues	  from	  a	  past	  life.	  The	  seventeenth-­‐century	  
philosopher	   John	   Locke	  used	  a	  metaphor	   ‘tabula	   rasa’	   to	  mean	   that	   children	   are	   like	  blank	  
tablets.	  This	  point	  of	  view	  was	  later	  endured	  by	  Skinner	  (1971)	  in	  his	  work	  regarding	  children.	  
The	  Romantic	  view,	  on	  the	  other	  hand,	  was	  that	  children	  had	  special	  knowledge	  because	  they	  
were	   ignorant.	   They	   thought	   children	   were	   intuitive,	   irrational,	   and	   governed	   by	   passion.	  
Similarly	   Freud	   (1953)	   saw	   children	   as	   creatures	   driven	   by	   passion	   and	   lust.	   The	   new	  
developmental	   research	   shows	   that	   the	   above	   views	   concerning	   children	   were	   wrong.	  
Children	   can	   think,	   observe	   and	   reason.	   They	   can	   observe	   and	   draw	   conclusions,	   they	  
experiment,	  solve	  problems,	  and	  are	  always	  ready	  to	  find	  out	  more	  about	  the	  world.	  Piaget’s	  
theory	   (1952)	   concerns	   the	   emergence	   and	   acquisition	   of	   schemata,	   schemes	   of	   how	   one	  
perceives	  the	  world	  in	  "developmental	  stages",	  times	  when	  children	  are	  acquiring	  new	  ways	  
of	   mentally	   representing	   information.	   His	   theory	   is	   regarded	   ‘constructivist’,	   and	   unlike	  
nativist	   theories	   (which	  define	  cognitive	  development	  as	   the	  unfolding	  of	   innate	  knowledge	  
and	   abilities)	   or	   empiricist	   theories	   (which	   describe	   cognitive	   development	   as	   the	   gradual	  
acquisition	   of	   knowledge	   through	   experience),	   it	  maintains	   that	  we	   construct	   our	   cognitive	  
abilities	  through	  self-­‐motivated	  action	  in	  the	  world.	  Piaget	  has	  proved	  that	  children’s	  view	  of	  
the	  world	  was	  complex,	  that	  they	  must	  have	  powerful	  learning	  mechanisms	  that	  allow	  them	  
to	  understand	  the	  world.	  Sousa	  (2011)	  confirms	  that	  child’s	  brain	  takes	  in	  more	  information	  
from	  our	  environment	  in	  one	  day	  than	  the	  largest	  computer	  does	  in	  a	  year.	  The	  information	  is	  
detected	  by	  our	  five	  senses.	  Therefore,	  when	  children	  begin	  to	  say	  their	  first	  words,	  they	  are	  
already	  influenced	  by	  what	  people	  around	  them	  are	  saying.	  Their	  inborn	  capability	  to	  learn	  a	  
language	   refers	   therefore	   to	   the	   ability	   to	   learn	   new	   languages	   when	   placed	   in	   the	  
appropriate	  environment	  or	  an	  immersion	  school	  program.	  The	  right	  conditions	  are	  necessary	  
for	  children	  to	  practice	  the	  acquired	   language.	  For	  that	  reason,	   the	   linguistic	  setting	  plays	  a	  
significant	  role	  in	  the	  language	  acquisition	  process.	  Vygotsky	  (1978)	  himself	  argued	  that,	  in	  a	  
supportive	   interactive	   environment,	   children	   are	   able	   to	   advance	   to	   a	   higher	   level	   of	  
knowledge	  and	  performance.	  He	  observed	  the	  crucial	  role	  of	  adults	  in	  children’s	  life	  and	  the	  
loving	   relationships	   they	   develop	   as	   well	   as	   the	   importance	   of	   conversations	   that	   children	  
have	  with	   adults	   but	   also	  with	   other	   children	   and	   saw	   in	   this	   discourse	   the	   foundations	   of	  
language	   and	   thought.	   This	  may	   explain	   Lenneberg’s	   view	   (1967)	   that	   children	   raised	   in	   an	  
orphanage	   begin	   to	   talk	   at	   the	   same	   time	   as	   other	   non-­‐institutionalized	   children,	   but	   their	  
speech	  will	  progressively	  be	  behind	  the	  norm,	  being	  less	  intelligible,	  and	  showing	  less	  variety	  
of	   structure.	   Vygotsky’s	   view	   is	   comparable	   with	   the	   more	   contemporary	   notion	   of	  
connectionism	  where	  children	  are	   thought	   to	  acquire	   links	  or	   ‘connections’	  between	  words	  
and	   phrases	   and	   the	   situations	   in	   which	   they	   occur.	   In	   a	   connectionist	   model,	   language	  
acquisition	   is	   a	   process	   of	   associating	   words	   and	   phrases	   with	   a	   specific	   situation	   that	  
happens	   to	   a	   child,	   and	   in	   this	   way	   building	   links	   between	   language	   and	  meaning.	   It	   is	   all	  
possible	  thanks	  to	  children’s	  natural	  ability	  to	  develop	  associations	  between	  things	  that	  occur	  
together	   (Lightbown	  &	  Spada	  2006).	  The	  ability	   to	  construct	  correlations	  between	   language	  
and	   reality	   is	   closely	   linked	   to	   the	   general	   cognitive	   development	   of	   every	   person.	   The	  
philosopher	  Otto	  Neurath	   (1959)	  compares	  his	  view	  of	  what	  cognitive	  development	   is,	   to	  a	  
Ulysses’	  boat	  we	  rebuilt	  as	  we	  sail	  in	  it.	  We	  set	  off	  with	  many	  beliefs	  of	  the	  world	  around	  us,	  
those	   beliefs	   help	   us	   understand	   the	  world	   around	   us.	   As	  we	   acquire	   new	   knowledge,	   we	  
change	  our	  beliefs	  in	  order	  to	  understand	  better	  and	  act	  in	  new	  ways,	  just	  like	  a	  three-­‐month-­‐
old,	  a	  one-­‐year-­‐old,	  and	  a	   four-­‐year-­‐old	   look	  at	   the	  same	  event	  and	  seem	  to	  have	  different	  
thoughts	   about	   it.	   It	  might	  well	   be	   that	  people	   change	   their	   ideas	   about	   the	  world	   as	   they	  
take	   in	   more	   and	   more	   information	   about	   it,	   by	   getting	   more	   input,	   as	   their	   concept	   of	  
people,	  objects	  and	  words	  changes	  radically	  in	  the	  first	  three	  years	  of	  life.	  When	  children	  are	  
around	  the	  age	  of	   four	   they	  revise	   their	  world	  representations	  once	  more	   in	   terms	  of	  what	  
other	   people	   think.	   They	   do	   it	   in	   order	   to	   understand	   other	   people’s	   perspective	   (Gopnik,	  
Meltzoff	   &	   Kuhl	   2001).	   Some	   researchers	   suggest	   that	   language	   acquisition	   is	   not	   only	  
dependant	  on	  individual	  cognitive	  development	  but	  also	  caused	  by	  it.	  This	  view	  is	  supported	  
by	  the	  fact	  that	  certain	  cognitive	  abilities	  and	  language	  structures	  tend	  to	  emerge	  at	  similar	  
times	  (Aitchison	  2008).	  Sinclair-­‐de-­‐Zwart	  (1969)	  noticed	  that	  the	  development	  of	  comparative	  
structures	  appears	  when	  children	  are	  able	  to	  recognize	  that	  a	  pint	  of	  milk	  remains	  the	  same	  
whether	  it	  is	  poured	  into	  a	  long	  thin	  container	  or	  a	  short	  fat	  one.	  However,	  this	  statement	  is	  
difficult	   to	  prove	  as	   it	   is	  usual	   that	  many	  aspects	  of	   growth	   take	  place	  at	   around	   the	   same	  
time	  in	  children.	  	  
The	  ability	   to	  use	  knowledge	  about	   language	  as	  opposed	   to	   the	  capacity	   to	  use	   language	   is	  
defined	  as	  metacognition	  (Bialystok	  2001).	  Metacognition	  is	  our	  understanding	  and	  control	  of	  
our	  cognition	  (Scheck	  &	  Nelson	  2003).	  Metalinguistic	  knowledge	  is	  constructed	  from	  language	  
acquisition	   and	   applied	   to	   second-­‐language	   learning	   precisely	   as	   it	   is	   explicit	   and	  universal.	  
Therefore,	   second	   language	   learners	   do	   not	   need	   to	   relearn	   the	   principles	   of	   language	  
structure.	  The	  more	  learners	  are	  conscious	  of	  their	  thinking	  processes	  as	  they	  learn,	  the	  more	  
they	   can	   control	   their	   goals,	   dispositions,	   and	   attention.	   To	   increase	   their	   metacognitive	  
abilities,	   students	   need	   to	   be	   aware	   of	   three	   types	   of	   content	   knowledge:	   declarative,	  
procedural,	   and	   conditional.	   Declarative	   knowledge	   is	   knowledge	   about	   something.	  
Procedural	   knowledge	   is	   knowledge	   of	   how	   to	   do	   something.	   Conditional	   knowledge	   is	   an	  
awareness	  of	  when	  and	  why	  one	  strategy	  may	  be	  superior	  to	  another	  or	  more	  appropriate	  to	  
use.	   In	   terms	   of	   language	   learning,	   the	   extent	   to	  which	  metacognition	   aids	   learning	   a	   new	  
language	  depends	  on	  how	  familiar	   it	   is	   to	  our	  native	  one.	  Krashen	   (1988)	  has	  believed	   that	  
second	   language	  acquisition	  does	  not	   require	  extensive	  use	  of	  conscious	  grammatical	   rules,	  
nor	   tedious	   drills.	   After	   all,	   a	   learner	   begins	   learning	   an	   additional	   language	  with	   cognitive	  
maturity	   and	  metacognitive	   awareness,	  which	   allows	   older	   learners	   to	   solve	   problems	   and	  
engage	  in	  discussions	  about	  language.	  On	  the	  other	  hand,	  the	  knowledge	  of	  one	  language,	  in	  
younger	   learners,	  may	   lead	   to	   incorrect	   guesses	   about	   how	   second	   language	  works,	  which	  
may	   result	   in	   errors.	   Therefore,	   the	   understanding	   that	   second	   language	   learning	   is	  
influenced	  by	  transfer	  from	  the	  first	  language	  should	  imply	  taking	  into	  account	  the	  acquisition	  
and	  structure	  of	  the	  first	  language	  (Kroll	  &	  De	  Groot	  2005).	  	  
	  
2.2	  Second	  language	  acquisition	  
	  
Second	  language	  acquisition	  obviously	  shows	  analogies	  but	  also	  a	  lot	  of	  discrepancies	  to	  first	  
language	   learning.	   It	   is	  also	   important	   to	  highlight	   that	  second	   language	  acquisition,	  or	  SLA,	  
has	   two	  meanings.	   In	   a	   general	   sense	   it	   is	   a	   term	   to	   describe	   learning	   a	   second	   language.	  
More	  specifically,	   it	   is	   the	  name	  of	  the	  theory	  of	  the	  process	  by	  which	  we	  acquire	  a	  second	  
language.	  This	  is	  mainly	  a	  subconscious	  process	  which	  can	  be	  compared	  with	  second	  language	  
learning,	   which	   describes	   how	   formal	   language	   education	   helps	   us	   learn	   language	   through	  
more	  conscious	  processes	  (British	  Council,	  BBC).	  In	  other	  words,	  researchers	  investigate	  how	  
people	   gain	   proficiency	   in	   a	   language	   which	   is	   not	   their	   mother	   tongue.	   Over	   the	   years,	  
research	   of	   second	   language	   acquisition	   has	   been	   undertaken	   from	   a	   variety	   of	   different	  
perspectives.	   In	   the	   1950s	   and	   1960s	   the	   objective	   was	   pedagogic.	   The	   studies	   concerned	  
ways	  in	  which	  second	  languages	  were	  taught.	  In	  the	  1970s,	  on	  the	  other	  hand,	  the	  emphasis	  
shifted	  from	  the	  teacher	  to	  the	  learner,	  and	  the	  second	  language	  acquisition	  hypothesis	  was	  
developed	   along	   the	   lines	   of	   first	   language	   acquisition	   theories.	   However,	   it	   would	   be	   an	  
oversimplification	  to	  say	  that	  L2A	  =	  SLA.	  After	  all	  acquiring	  two	  languages	  from	  birth,	  bilingual	  
first	   language	  acquisition,	  BFLA,	  the	  term	  first	  used	  by	  Meisel	  (1989),	   is	  quite	  different	  from	  
acquiring	   a	   new	   language	   later	   in	   life,	   BFLA	   ≠	   SLA	   (Kroll	   &	   De	   Groot	   2005).	   It	   shows	   that	  
people	  can	  be	  bilingual	  and	  yet	  both	  of	  their	  languages	  may	  not	  be	  used	  in	  equal	  proportion	  
or	   with	   equal	   frequency	   or	   regularity.	   This	   correlation	   between	   a	   child’s	   two	   developing	  
languages	   has	   been	   first	   researched	   in	   1913	   by	   Ronjat,	   who	   formulated	   certain	  
generalizations	  in	  this	  matter.	  Bilingual	  acquisition	  studies	  today	  continue	  research	  in	  regards	  
to	   what	   extent	   bilingual	   child’s	   development	   of	   two	   languages	   is	   processed	   by	   two	  
independent	  systems.	  Early	  publications	  defended	  the	  Independent	  Development	  Hypothesis	  
(Bergman,	   1976)	   which	   claims	   that	   from	   the	   very	   beginning	   of	   language	   development	  
children	  who	  were	  hearing	  two	  languages	  from	  birth	  develop	  two	  separate	  language	  systems.	  
Another	   opposing	   theory	   regarded	   the	  Hybrid	   System	   Interpretation	   (Volterra	  &	   Taeschner	  
1978)	   refers	   to	   an	   initial	   processing	   of	   two	   input	   languages	   as	   one	   hybrid	   system.	   Both	   of	  
those	   views	   related	   to	   all	   basic	   levels	   of	   language	   functioning,	   such	   as	   phonology,	   lexicon,	  
morphosyntax.	  Nowadays,	   researchers	   involved	   in	  explaining	   the	  earliest	   stages	  of	  bilingual	  
development	   are	   reluctant	   to	   make	   similar	   definite	   claims	   (Kroll	   &	   De	   Groot	   2005).	   Some	  
contemporary	   second	   language	   theories	   emphasize	   the	   importance	   of	   learners’	   innate	  
capacity	  to	  learn	  a	  language,	  others	  underline	  the	  role	  of	  the	  environment,	  still	  others	  place	  
learners’	  engagement	  in	  a	  broader	  social	  context	   in	  the	  centre	  of	  their	  attention.	   	  A	  general	  
theory	   of	   second	   language	   acquisition	   rationalizes	   language	   learning	   with	   a	   variety	   of	  
characteristics	   in	   a	   diversity	   of	   contexts	   (Lightbown	   &	   Spada	   2006).	   However,	   many	  
researchers	  view	  the	  process	  of	  first	  and	  second	  language	  acquisition	  so	  differently	  that	  they	  
have	   proposed	   separate	   theories	   and	   viewpoints.	   One	   of	   the	   theories	   of	   second	   language	  
acquisition	  was	   developed	   by	   Krashen	   (1982).	   His	   hypothesis	  was	   influenced	   by	   Chomsky’s	  
theory	   of	   first	   language	   acquisition.	   Krashen	   developed	   the	   Monitor	   Model,	   which	   he	  
described	   in	   terms	   of	   five	   hypotheses:	   the	   acquisition-­‐learning	   hypothesis,	   the	   monitor	  
hypothesis,	   the	   natural	   order	   hypothesis,	   the	   input	   hypothesis,	   and	   the	   affective	   filter	  
hypothesis.	   In	   the	   acquisition-­‐learning	   hypothesis	   Krashen	   contrasts	   those	   two	   terms.	   The	  
acquisition	   is	   understood	   here	   in	   as	   much	   the	   same	   was	   as	   in	   Chomsky’s	   theory	   of	   first	  
language	   acquisition,	   as	   learning	   with	   no	   conscious	   attention	   to	   language	   form	   and	   rules	  
governing	   language.	   This	   is	   the	   most	   fundamental	   in	   all	   of	   his	   hypotheses	   and	   most	  
recognized	   among	   linguists.	   According	   to	   the	   monitor	   hypothesis,	   the	   acquired	   system	  
initiates	  a	  learner’s	  utterances	  and	  is	  responsible	  for	  spontaneous	  language	  use.	  The	  learned	  
system	   acts	   as	   a	   ‘monitor’	   or	   editor,	   making	   secondary	   changes	   and	   polishing	   what	   the	  
acquired	  system	  has	  produced.	  Nonetheless,	  it	  can	  only	  work	  if	  a	  learner	  is	  concerned	  about	  
producing	  correct	  language,	  and	  knows	  the	  relevant	  rules.	  The	  natural	  order	  hypothesis	  was	  
formed	   on	   the	   basis	   of	   the	   findings	   that	   first	   language	   acquisition	   follows	   a	   natural	   order,	  
which	  is	  predictable,	  and	  second	  language	  acquisition	  also	  unfolds	  in	  predictable	  sequences.	  
The	   input	   hypothesis	   aims	   to	   explain	   how	   learners	   acquire	   second	   language.	   It	   states	   that	  
language	   acquisition	   occurs	  when	   one	   is	   exposed	   to	   language	   that	   is	   conceivable	   and	   that	  
contains	  i	  +	  1.	  Where	  ‘i’	  represents	  the	  level	  of	  language	  already	  learned,	  and	  the	  ‘+1’	  means	  
a	  step	  beyond	  that	  level.	  The	  affective	  filter	  hypothesis	  explains	  why	  some	  learners	  exposed	  
to	  large	  input	  of	  a	  second	  language	  do	  not	  acquire	  it	  successfully.	  The	  ‘affective	  filter’	  is	  seen	  
as	  a	  barrier	   that	  prevents	   learners	   from	  acquiring	  a	   language.	   It	   refers	   to	   feelings,	  motives,	  
needs,	  attitudes	  and	  emotional	  states.	  Both	  psychologists	  and	  linguists	  challenged	  Krashen’s	  
model.	   McLaughlin	   (1978)	   raised	   a	   question	   of	   whether	   the	   five	   hypotheses	   could	   be	  
empirically	  tested.	  Bley-­‐Vroman,	  Felix	  and	  Loup	  (1988)	  argued	  that	  the	  universal	  grammar	  is	  
available	  to	  children	  up	  to	  some	  critical	  age,	  but	  not	  to	  older	  second	  language	  learners.	  Even	  
researchers	  who	   emphasize	   the	   differences	   between	   first	   and	   second	   language	   acquisition	  
accept	   the	   fact	   that	   those	   two	   processes	   are	   interconnected	   in	   language	   learning	   (Felix	   &	  
Wode	  1983).	   Some	  current	  psychological	   theories	  use	  a	  metaphor	   for	   the	  mind,	   comparing	  
language	   acquisition	   to	   the	   capacities	   of	   computers	   for	   storing,	   integrating,	   and	   retrieving	  
information.	   Segalowitz	   (2003)	   has	   suggested	   that	   learners	   should	   stay	   attentive	   at	   a	   first	  
stage	  of	  language	  learning	  to	  any	  aspect	  of	  the	  language	  as	  they	  are	  trying	  to	  understand	  and	  
produce	   language	   by	   using	   cognitive	   resources	   to	   process	   information.	   In	   this	   process	   of	  
attempting	   to	   understand	   the	   individual	   words	   in	   language	   and	   also	   via	   practicing	   it,	   the	  
information	   becomes	   presumably	   easier	   to	   process	   and	   to	   access	   when	   necessary.	   More	  
proficient	  language	  users,	  on	  the	  other	  hand,	  give	  more	  attention	  to	  meaning	  rather	  than	  to	  
single	  words.	  DeKeyser	  (2001)	  suggests	  that	  most	  learning,	  including	  language	  learning,	  starts	  
with	   declarative	   knowledge.	   He	   states	   that	   declarative	   knowledge	  may	   become	   procedural	  
knowledge.	   In	   second	   language	   acquisition,	   the	   path	   from	   declarative	   to	   procedural	  
knowledge	  is	  related	  to	  the	  type	  of	  learning	  that	  takes	  place	  in	  a	  classroom.	  However,	  it	  is	  not	  
always	  the	  case	  that	  a	  learner	  gradually	  builds	  up	  fluency	  through	  practice	  and	  in	  that	  manner	  
makes	  progress.	  Sometimes	  changes	  in	  his	  language	  knowledge	  may	  be	  expressed	  in	  sudden	  
bursts	   of	   progress	   or	   backsliding,	   even	   with	   a	   systematic	   instruction	   and	   exposure	   to	  
language.	   Such	   changes	   may	   be	   described	   as	   ‘restructuring’	   (McLaughlin	   1990).	   Another	  
concept	   from	  psychology	   refers	   to	  how	   learners	   store	  and	  retrieve	   language.	   In	  accordance	  
with	   ‘transfer	   appropriate	   processing’,	   information	   is	   best	   retrieved	   in	   situations	   that	   are	  
similar	  to	  those	  in	  which	  it	  was	  acquired	  (Blaxton	  1989).	  A	  connectionist	  Ellis	  (2002)	  explains	  
that	   the	   emphasis	   should	   be	   placed	   on	   the	   frequency	   with	   which	   a	   learner	   encounters	  
specific	  linguistic	  features	  in	  certain	  situational	  contexts	  and	  frequency.	  Connectionists	  assign	  
major	   importance	   to	   the	   role	  of	   the	  environment	   rather	   than	   to	   the	   innate	  knowledge	   in	  a	  
learner,	   as	   they	   consider	   it	   as	   the	   ability	   to	   learn,	   not	   a	   particular	   linguistic	   principle	  
(Lightbown	   &	   Spada	   2006).	   Since	   the	   role	   of	   the	   environment	   is	   crucial	   from	   the	  
connectionists’	   perspective,	   a	   learner	   should	   be	   exposed	   to	   thousands	   of	   instances	   of	   the	  
linguistic	  features	  in	  order	  to	  develop	  a	  strong	  network	  of	  ‘connections’	  in	  a	  second	  language.	  
Ultimately,	   the	   presence	   of	   a	   situational	   and	   linguistic	   context	   should	   activate	   language	  
elements	   in	   the	   learner’s	  mind.	  The	   strength	  of	   the	   connections	  depends	  on	   the	   frequency	  
they	  occurred	  in.	  Another	  model	  of	  language	  acquisition	  is	  closely	  linked	  to	  the	  connectionist	  
perspective.	  The	  competition	  model	  was	  described	  by	  Elizabeth	  Bates	  and	  Brian	  MacWhinney	  
(1981).	   It	   is	   a	   possible	   interpretation	   of	   first	   and	   second	   language	   acquisition.	   This	   theory	  
considers	  not	  only	  language	  form	  but	  also	  meaning	  and	  language	  use.	  In	  this	  theory	  as	  well,	  
the	   exposure	   to	   language	   is	   an	   essential	   part	   of	   learning	   and	   understanding	   the	   way	   a	  
language	   functions.	   The	   noticing	   hypothesis’	   perspective,	   however,	   views	   the	   learner’s	  
awareness	   of	   something	   in	   the	   input	   as	  more	   important	   than	   the	   exposure	   to	   language	   in	  
itself.	   In	   other	   words,	   according	   to	   the	   noticing	   hypothesis,	   proposed	   by	   Richard	   Schmidt	  
(1990),	   nothing	   is	   learned	   unless	   it	   has	   been	   noticed.	   He	   postulated	   that	   second	   language	  
learners	  could	  not	  begin	  to	  acquire	  a	   language	  feature	  until	  they	  had	  become	  aware	  of	   it	   in	  
the	   input.	  The	   significance	  of	  awareness	  and	  attention	  has	  been	  a	   subject	  of	  a	   long	  debate	  
and	  research	  up	  to	  date.	  One	  of	  the	  scientists	  whose	  work	  was	  greatly	  influenced	  by	  cognitive	  
theory	  and	   later	   influenced	  by	  sociocultural	  theory	  was	  M.	  Swain	  (2000).	  She	  first	  proposed	  
the	   ‘comprehensible	   output	   hypothesis’,	   in	   response	   to	   Krashen’s	   ‘comprehensible	   input	  
hypothesis’,	   where	   she	   supported	   more	   opportunities	   for	   learners	   to	   engage	   in	   verbal	  
production.	   She	   considers	   collaborative	   dialogues	   as	   means	   of	   language	   use	   and	   language	  
learning,	   and	   calls	   it	   ‘mediating	   language	   learning’.	   It	   is	   regarded	   by	   her	   as	   cognitive	   and	  
social	   activity,	   as	   she	   believes	   that	   the	   cognitive	   processes	   initiate	   as	   an	   external	   socially	  
mediated	  activity	  and	  in	  the	  end	  become	  internalized.	  	  
MacWhinney	   (2005)	   suggests	   that	   a	   unified	   model	   for	   L1	   acquisition,	   childhood	  
multilingualism,	  L2	  acquisition,	  and	  adult	  multilingualism	  should	  be	  considered.	  It	  is	  based	  on	  
the	  competition	  model	   (Bates	  &	  MacWhinney	  1982),	  which	  was	  not	  designed	   to	   include	  L2	  
learning	   and	   multilingualism,	   nonetheless	   some	   of	   its	   concepts	   fit	   in	   well	   with	   a	   broader	  
account.	   It	   included	   the	   core	   concept	   of	   competition,	   as	   well	   as	   arenas,	   mappings,	   and	  
storage.	  The	  added	  components	   incorporate	  chunking,	   codes,	  and	   resonance,	  placed	  at	   the	  
bottom	  of	  the	  graph	  below	  in	  Figure	  1	  (MacWhinney	  2005:50).	  	  
	  
	  
	  	  	  	  arenas	   	   	  	  	  	  	  	  cues	   	   	  	  	  	  storage	  
	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  competition	  
	  
	  	  	  chunking	   	   	  	  	  	  	  	  codes	   	   	  	  resonance	  
	  
Figure	  1	  The	  seven	  components	  of	  the	  Unified	  Competition	  Model	  	  
	  
At	  the	  core	  of	  the	  model	  there	  is	  a	  processing	  system	  that	  selects	  between	  various	  options	  or	  
cues	   on	   the	   basis	   of	   their	   relative	   cue	   strength.	   Competition	   is	   viewed	   here	   as	   based	   on	  
resonance	  and	  cue	  summation.	  The	  linguistic	  arenas	  occur	  at	  four	  levels,	  phonology,	  lexicon,	  
morphosyntax,	   and	   conceptualization.	   In	   production,	   they	   involve	   message	   formulation,	  
morphosyntactic	   arrangement,	   lexical	   activation,	   and	   articulatory	   planning.	   In	  
comprehension,	   they	   include	   auditory	   processing,	   lexical	   activation,	   grammatical	   role	  
decoding,	   and	   meaningful	   interpretation.	   Processing	   in	   each	   of	   the	   above	   arenas	   is	  
dependent	   on	   different	   combination	   of	   neuronal	   pathways.	   MacWhinney	   explains	  
additionally	  that	  older	  learners	  also	  make	  use	  of	  two	  arenas	  of	  orthographic	  competition,	  one	  
for	  reading	  and	  one	  for	  writing.	  The	  essence	  of	  the	  old	  Competition	  Model	  and	  the	  new	  one	  is	  
link	   between	   the	   form	   and	   function.	   Hence,	   forms	   serve	   as	   cues	   to	   functions	   during	  
comprehension,	  and	   functions	  serve	  as	  cues	   to	   forms	  during	  production.	  MacWhinney	  uses	  
the	  term	  ‘mappings’	  to	  define	  social	  conventions	  that	  must	  be	  acquired	  for	  each	  of	  the	  eight	  
linguistic	  arenas.	  The	   learning	  of	  new	  mappings	  depends	  on	  storage	   in	   short	  and	   long-­‐term	  
memory.	  The	  operation	  of	  these	  memory	  systems	  drives	  the	  role	  of	  cue	  validity	  during	  both	  
processing	  and	  acquisition.	  The	  next	  element	  of	  the	  Unified	  Competition	  Model	  is	  chunking.	  It	  
refers	  to	  the	  size	  of	  particular	  mappings	  and	  relies	  on	  the	  operation	  processes	  of	  chunking.	  L1	  
acquisition	   research	   shows	   that	   children	   rely	   on	   combinatorial	   processing	   and	   chunking	   to	  
build	   up	   syllables,	  words,	   and	   sentences.	   As	   the	   next	   element	   of	   the	   new	  Model	   refers	   to	  
Codes,	  it	  is	  important	  to	  know	  the	  theory	  of	  code	  activation.	  One	  component	  is	  the	  theory	  of	  
transfer.	  The	  basic	  claim	  is	  that	  whatever	  can	  transfer	  will.	  There	  is	  clear	  evidence	  for	  massive	  
transfer	   in	   audition,	   articulation,	   sentence	   interpretation,	   and	   pragmatics.	   In	   the	   area	   of	  
morphosyntax	   and	   sentence	   production,	   transfer	   is	   not	   as	   extensive.	   De	   Houwer	   (2005)	  
notices	  that	  for	  simultaneous	  bilingual	  acquisition,	  code	  blending	  in	  young	  children	  happens	  
only	  when	  parents	  encourage	  it	  or	  in	  order	  to	  fill	  in	  the	  gaps	  in	  one	  language	  by	  ‘borrowing’	  
words	  from	  another.	  However,	  when	  child’s	  two	  languages	  are	  roughly	  similar	  in	  dominance	  
or	   strength,	   each	   system	   generates	   enough	   resonance	   to	   black	   excessive	   transfer	  
(MacWhinney	  2005).	  	  The	  theory	  of	  resonance	  is	  said	  to	  be	  the	  most	  important	  area	  in	  the	  ne	  
Unified	   Competition	  Model.	   In	   this	   component,	   learning	   is	   seen	   as	   an	   interaction	   between	  
each	   of	   the	   various	   subcomponents	   during	   the	   process	   of	   competition	   and	   resonance	  
(MacWhinney	  2005).	  	  	  
	  
Other	  modern	  theories	  rely	  on	  neurobiology	  and	  relate	  observed	  behaviour	  to	  brain	  activity.	  
Neuroscientists	   believe	   that	   the	   ability	   to	   acquire	   language	   appears	   to	   be	   encoded	   in	   our	  
genes	   (Gibson	  &	  Gruen	  2008).	   This	   view	   is	  based	  on	   the	   results	  of	   a	   study	   that	   lead	   to	   the	  
discovery	  of	  the	  gene	  FOXP2	  responsible	  for	  severe	  language	  and	  speech	  disorders.	  However,	  
researchers	   also	   recognize	   the	   impact	   of	   gestures	   on	   language	   development	   in	   young	  
children.	   Studies	   show	   that	   a	   child’s	   gesturing	   is	   a	   significant	   predictor	   of	   vocabulary	  
acquisition.	  After	  the	  discovery	  of	  mirror	  neuron	  system,	  researchers	  underline	  that	  language	  
learning	   is,	   to	   some	   extent,	   dependent	   on	   imitation.	   They	   believe	   that	  mirror	   neurons	   are	  
responsible	  for	  helping	  babies	  and	  toddlers	  imitate	  movements,	  emotions	  and	  the	  sounds	  of	  
the	  people	   around	   them	   (Sousa	  2011a).	  Arbib	   (2009)	   states	   that	   the	  mirror	   neuron	   system	  
also	   helps	   infants	   develop	   the	   neural	   networks	   that	   link	   the	  words	   they	   hear	   to	   actions	   of	  
adults	  they	  see	  in	  their	  environment.	   In	  that	  view,	  mothers	  who	  simplify	  their	   language	  and	  
speak	  to	  their	  babies	  in	  a	  higher	  pitch,	  and	  with	  a	  special	  intonation,	  rhythm	  and	  feeling,	  are	  
simply	   teaching	   their	   children	   in	   a	   slow	   and	   pleasant	   manner	   to	   recognize	   the	   sounds	   of	  
language.	  They	  named	  this	   type	  of	  speaking	  to	  babies	   ‘motherese’.	  Singh	   (2008)	  discovered	  
that	   babies	   can	   distinguish	   the	   word	   boundaries	   by	   the	   age	   of	   eight	   months	   despite	   not	  
knowing	   what	   they	   mean.	   By	   the	   age	   of	   twelve	   months,	   child’s	   brain	   has	   begun	   to	  
discriminate	  and	  memorise	  phonemes	  of	   the	  native	   language	  and	  to	   ignore	   foreign	  sounds.	  
The	  size	  of	  mental	   lexicon,	  in	  a	  child	  who	  also	  speaks	  other	  languages,	   is	  determined	  by	  the	  
richness	  of	  exposure	  to	  vocabulary	   in	  their	  native	   language.	  With	  more	  exposure	  to	  speech,	  
the	   brain	   begins	   to	   recognize	   the	   beginnings	   of	   hierarchy	   of	   language	   (Sousa	   2011a).	   The	  
diagram	  below	  represents	  the	  levels	  of	  hierarchy	  in	  language	  and	  in	  language	  acquisition.	  In	  
early	  language	  learning,	  the	  process	  usually	  follows	  from	  the	  bottom	  to	  the	  top,	  as	  indicated	  
by	  the	  arrows.	  However,	  as	  the	  learner	  becomes	  more	  fluent	  in	  language,	  recycling	  from	  the	  
top	   to	   lower	   levels	   also	   happens,	   as	   indicated	   by	   the	   arrows	   to	   the	   left	   below	   (Sousa	  
2011a:15).	  
	  
	  
Semantics	  
Meaning	  expressed	  through	  language	  
	  
Syntax	  
Rules	  for	  forming	  phrases	  and	  sentences	  
	  
Morphemes	  
Forming	  complex	  words	  using	  roots,	  prefixes,	  and	  suffixes	  
	  
Phonemes	  
Smallest	  units	  of	  sound	  that	  distinguish	  words	  
	  
Figure	  2	  The	  levels	  of	  hierarchy	  in	  language	  and	  in	  language	  acquisition.	  
	  
Phonemes,	  the	  basic	  sounds,	  can	  be	  combined	  into	  morphemes,	  which	  are	  the	  smallest	  units	  
of	  a	  language	  that	  have	  meaning.	  Morphemes	  are	  combined	  into	  words,	  some	  of	  which	  may	  
take	  prefixes,	  suffixes,	  or	  infixes,	  and	  may	  undergo	  a	  change	  of	  consonants	  or	  vowels.	  Those	  
words	   can	   then	   be	   put,	   according	   to	   the	   rules	   governing	   a	   language,	   into	   meaningful	  
sentences.	   In	   search	   for	  meaning,	   scientists	   investigate	   semantics.	  Meaning	  occurs	   at	   three	  
different	   levels	  of	   language:	   the	  morphology	   level,	  where	   it	   comes	   through	  word	  parts,	   the	  
vocabulary	   level,	   where	   one	   needs	   to	   understand	   words	   in	   a	   conversation	   in	   order	   to	  
comprehend	   meaning,	   and	   finally	   at	   the	   sentence	   level,	   where	   in	   order	   to	   understand	  
language	   one	   needs	   to	   identify	   the	   meaning.	   Linguistic	   researchers	   and	   neuroscientists	  
believe	   that	   various	   neural	   components	   are	   required	   for	   spoken	   language	   comprehension.	  
The	  Figure	  below	  is	  a	  schematic	  representation	  of	  the	  major	  neural	  components	  required	  for	  
spoken	  language	  processing	  (Adapted	  from	  Gazzaniga	  et	  al.	  2002,	  in	  Sousa	  2011a:22).	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Figure	   3	   A	   schematic	   representation	   of	   the	   major	   neutral	   components	   required	   for	   spoken	  
language	  processing.	  
	  
The	  flow	  of	  information	  in	  this	  model	  is	  bottom-­‐up.	  However,	  feedback	  from	  higher	  to	  lower	  
levels	  is	  possible.	  As	  it	  already	  has	  been	  proved,	  a	  young	  brain	  can	  learn	  spoken	  language	  or	  
languages	  quickly	  and	  with	  little	  effort.	  In	  the	  case	  of	  two	  languages,	  a	  child	  can	  switch	  from	  
one	  to	  another	   rather	  easily.	  The	  nature	  of	   this	  ability,	   in	  simultaneous	  bilinguals,	  has	  been	  
the	  object	  of	   recent	  research.	  Neuroscientists	  are	  seeking	  to	   find	  out	  whether	  the	  brains	  of	  
bilinguals	  differ	  from	  those	  in	  monolinguals,	  or	  whether	  the	  two	  languages	  are	  processed	  by	  
the	   same	   regions	   of	   the	   brain,	   but	   also	   whether	   the	   processing	   areas	   interact	   when	   the	  
person	   speaking	   is	   shifting	   from	   one	   language	   to	   the	   other.	   The	   representation	   of	   the	  
languages	   of	   bilingual	   speakers	   in	   their	   brains	   is	   still	   a	   controversial	   issue.	   The	   literature	  
seems	   to	   suggest	   conflicting	   positions.	   One	   example	   is	   Cummins’	   Common	   Underlying	  
Proficiency	   (CUP)	   theory,	  based	  on	  his	   interdependence	  hypothesis.	  Cummins	   says	   that	   the	  
two	  languages	  of	  a	  bilingual	  individual	  are	  not	  stored	  separately	  in	  the	  brain.	  As	  in	  the	  model	  
of	   Separate	   Underlying	   Proficiency	   with	   competition	   among	   languages	   below	   (García	  
2009:69).	  
	  
Figure	  4	  The	  model	  of	  Separate	  Underlying	  Proficiency.	  
Cummins	  illustrated	  his	  theory	  with	  a	  dual	  iceberg	   in	  order	  to	  picture	  it	  better.	  This	  iceberg,	  
visible	   below,	   shows	   two	   languages	   emerging	   from	   the	   same	   source,	   but	   separated	  on	   the	  
surface.	  	  	  	  	  	  	  	  	  	  	  	  	  	  
	  
Figure	  5	  A	  Dual	  Iceberg	  Analogy.	  
Cummins’	   interpretation	   of	   the	   picture	   is	   quite	   clear.	   The	   common	   ground	   is	   the	   language	  
use,	  and	  the	  emerging	  iceberg	  tops	  represent	  different	  skills	  in	  both	  of	  the	  languages,	  such	  as	  
different	   phonology,	   morphology,	   syntax,	   and	   lexicon.	   Cummins	   emphasizes	   that	   what	   is	  
important	   for	   linguistic	   and	   academic	   development	   is	   time	   spent	   in	  meaningful	   instruction	  
that	   will	   develop	   the	   cognitive	   base	   and	   the	   language	   and	   literacy	   practices	   from	   which	  
academic	   language	   develops,	   and	   not	   the	   specific	   time	   that	   is	   spent	   teaching	   through	   one	  
language	  to	  another.	  It	   is	   important	  that	  learners	  are	  provided	  with	  extensive	  practice	  using	  
both	  languages	   in	  academic	  ways	  (Cummins	  1981).	  Another	  hypothesis	  formed	  by	  Cummins	  
was	  the	  threshold	  hypothesis,	  which	  declared	  that	  high	  bilingual	  proficiency	  in	  two	  languages	  
is	  related	  to	  more	  positive	  cognitive	  effects.	  	  
De	  Boot	  (2008)	  provides	  a	  critical	  view	  of	  the	  neuroimagining	  techniques,	  which	  provide	  little	  
added	  value	  to	  understanding	  of	  the	  multilingual	  brain.	  He	  states	  that	  the	  researchers	  ignore	  
important	   variables,	   such	   as	   the	   age	  when	   the	   second	   language	   acquisition	   starts,	   level	   of	  
proficiency,	   language	   contact	   and	   use,	  motivation	   to	   learn	   the	   language,	   attitudes	   towards	  
the	   L1	   and	   L2,	   among	   others	   (Baker	   2011).	   One	   thing	   is	   certain;	   we	   are	   just	   beginning	   to	  
understand	  neural	  processes	  of	   language	  and	  cognitive	  processing	   in	  bilinguals	  (Abutalebi	  &	  
Green	  2007).	  None	  of	  the	  studies,	  however,	  suggests	  that	  bilinguals	  have	  a	  mental	  overload,	  
as	   it	   used	   to	  be	   supposed	   in	   the	  past.	   (Baker	  2011).	   There	   is	   also	  no	  empirical	   evidence	   to	  
show	  that	  bilingual	  children	  develop	  their	   languages	  more	  slowly	  than	  monolingual	  children	  
(De	  Houwer	  2005).	  Some	  of	  the	  more	  recent	  studies	  brought	  new	  information	  to	  light.	  One	  of	  
them	   was	   the	   study	   conducted	   by	   Kovelman	   and	   her	   colleagues,	   who	   used	   imaging	  
technology	   (fMRI)	   to	   examine	   the	   brains	   of	   21	   young	   adults,	   ten	   monolinguals	   and	   ten	  
bilinguals	   who	   spoke	   English	   and	   Spanish.	   The	   researchers	   found	   that	   the	   brains	   of	   both	  
groups	  were	  similar,	  and	  they	  processed	  their	  individual	  information	  in	  comparable	  ways,	  and	  
the	   activity	   was	   visible	   in	   the	   left	   hemisphere,	   around	   Broca’s	   area.	   However,	   when	   the	  
bilinguals	   started	   simultaneously	   using	   two	   languages,	   and	   rapidly	   switching	   from	   one	   to	  
another,	  then	  an	  increased	  brain	  activity	  was	  visible,	  in	  both,	  left	  and	  right	  hemisphere,	  with	  
the	  greater	  activation	  of	  the	  right	  one.	  However,	  other	  studies	  have	  indicated	  that	  the	  right	  
hemisphere	   involvement	   occurs	   only	   in	   bilinguals	   who	   learned	   both	   languages	   as	   toddlers	  
(Hull	  &	  Vaid	  2007).	  The	  neuroscientists	  will	  continue	  their	  research,	  but	  one	  thing	  is	  certain,	  
exposing	  young	  children	  to	  other	  languages	  helps	  build	  the	  neural	  networks	  that	  will	  make	  it	  
easier	  to	  learn	  a	  third	  language	  later	  in	  life.	  It	  also	  seems	  possible	  that	  it	  will	  enable	  them	  to	  
learn	  a	  third	  language	  later	  in	  life	  (Bloch	  et	  al.	  2009).	  	  
2.3	  Bilingualism	  
The	   view	   on	   bilingualism	   has	   strikingly	   changed	   over	   the	   recent	   years.	   Nowadays,	   we	   are	  
aware	  of	  the	  fact	  that	  being	  bilingual	  means	  more	  than	  just	  being	  able	  to	  communicate	  with	  
others	   in	   another	   language.	   There	   is	   evidence	   suggesting	   that	   it	   simply	   makes	   children	  
smarter,	  as	  it	  has	  tremendous	  effect	  on	  one’s	  brain,	  improving	  cognitive	  skills	  not	  related	  to	  
language	  and	  even	  protecting	  against	  dementia	   in	  old	  age	   (Yudhijit	  Bhattacharjee	  2012).	   In	  
the	   article	   on	   ‘educating	   the	   brain’	   (2009),	   in	   the	   Flanders	   Today,	   Dr	   Piet	   Van	   de	   Craen,	   a	  
neurolinguist,	   who	   has	   been	   investigating	   the	   effects	   of	   bilingual	   education	   for	   15	   years	   –	  
specifically	  Content	  and	  Language	  Integrated	  Learning	  (CLIL)	  –	  on	  school-­‐aged	  children	  states	  
that	  scientists	  have	  now	  visual	  evidence	  demonstrating	  differences	  between	  monolingual	  and	  
bilingual	  brains.	  Brains	   scans	  of	   thirteen	  children	  between	   the	  ages	  of	  eight	  and	  nine	   taken	  
while	  they	  were	  solving	  simple	  math	  problems	  showed	  bilingual	  brains	  were	  significantly	  less	  
active	  than	  monolingual	  brains	  while	  executing	  reasoning	  tasks.	  This	  implies	  that	  the	  addition	  
of	   a	   language	   trains	   the	  brain	   to	   solve	   cognitive	   tasks	  more	  easily.	   Piet	  Van	  de	  Craen,	  who	  
lead	   the	   study,	   says	   the	   brains	   scans	   indicate	   that	   bilinguals	   and	   school	   bilinguals	   use	   less	  
energy	  to	  complete	  cognitive	  tasks.	  Bilinguals	  can	  automatise	  new	  tasks,	  to	  the	  point	  where	  
they	  must	  make	  little	  conscious	  mental	  effort.	  Therefore,	  he	  believes	  that,	  bilingual	  education	  
helps	   to	   ’build	   a	   better	   brain’.	   Dr	   Van	   de	   Craen	   also	   points	   out,	   that	   studies	   indicate	   that	  
language	   learning	   gives	  best	   results	  when	   started	  before	   the	   age	  of	   ten.	   Kharkhurin	   (2007)	  
also	  expresses	  the	  view	  that	  we	  can	  learn	  another	  language	  at	  any	  time	  in	  our	  life,	  however,	  
we	   learn	   most	   easily	   in	   the	   first	   ten	   years	   of	   our	   life.	   The	   age	   of	   the	   second	   language	  
acquisition	   is	   considered	   to	  be	   the	  main	   factor	   contributing	   to	  bilingual	   children’s	   cognitive	  
development	   (Swain	  &	   Lapkin	   1982).	   Kharkhurin	   further	   states	   that	   children	  who	   acquired	  
both	   of	   their	   languages	   early	   in	   life	  may	   develop	   refined	   connections	   between	   lexical	   and	  
conceptual	  representations	  in	  their	  brains.	  This	  process	  is	  most	  intense	  between	  the	  ages	  of	  3	  
and	   12	   years.	   As	   children	   get	   older,	   the	   pace	   slows	   down.	   The	   brain	   also	   chooses	   the	  
connections	   that	  are	  useful,	  and	   those	  become	  permanent,	  and	   those	  which	  are	  not	  useful	  
become	   eliminated.	   The	   brain	   strengthens	   connections	   relating	   to	   one’s	   experience	   (Sousa	  
2011a).	   Exposing	   young	   children	   to	   another	   language	   helps	   build	   neural	   networks	   that	  will	  
consolidate	  and	  process	  information.	  Those	  networks	  will	  potentially	  make	  it	  easier	  for	  them	  
to	  learn	  a	  third	  language	  in	  life	  as	  well	  (Sousa	  2011b).	  	  
Nowadays,	   the	   research	   shows	   that	  bilinguals	  outperform	  monolingual	   children	   in	   terms	  of	  
fluency,	  flexibility,	  elaboration,	  which	  is	  due	  to	  the	  age	  of	  L2	  acquisition,	  but	  also	  proficiency	  
in	  both	   languages	  and	   the	   rate	  of	  exposure	   to	  new	  cultural	   settings.	  However,	   they	  do	  not	  
outperform	  monolinguals	  in	  innovative	  thinking	  (Kharkhurin	  2008).	  Those	  findings	  contribute	  
to	   the	   argument	   that	   divergent	   thinking	   is	   necessary,	   but	   it’s	   not	   the	   only	   component	   of	  
creative	  thought	   (Guilford	  1975).	  Therefore,	  although	  bilingualism	  may	  be	  the	  underpinning	  
of	  creative	  thinking	  it	  does	  not	  necessarily	  imply	  being	  creative.	  Bilinguals’	  divergent	  thinking	  
performance	  depends	  on	  their	  history	  of	  bilingual	  development	  (Kharkhurin	  2008).	  	  Efficient	  
communication	   in	   bilingual	   memory	  may	   promote	   greater	   activation	   flow,	   which	   activates	  
concepts	   from	   distant	   categories,	   which	   may	   result	   in	   superior	   divergent	   thinking	  
performance;	   Kharkhurin	   (2008)	   calls	   it	   the	   language	   mediated	   concept	   activation.	   A	  
divergent	  thinker	  will	   tend	  to	  produce	  not	  only	  many	  different	  answers,	  but	  also	  some	  that	  
may	  be	  really	  original.	  The	  hypothesis	  that	  concerns	  creative	  thinking	  and	  bilingualism	  is	  that	  
being	   bi	   or	   multilingual	   may	   increase	   fluency,	   flexibility,	   originality	   and	   elaboration	   in	  
thinking.	  Bilinguals	  or	  multilinguals	  are	  used	  to	  thinking	  of	  two	  or	  more	  words	  for	  an	  object	  or	  
an	  idea	  (Baker	  2011).	  	  
Much	  of	  the	  recent	  research	  has	  focused	  on	  cognitive	  functioning	  in	  bilinguals.	  The	  trend	  has	  
been	   to	   look	   at	   the	   process	   of	   thinking	   (Baker	   2011).	   More	   recently,	   the	   shift	   has	   been	  
towards	   the	   studies	   concerning	   the	   metalinguistic	   awareness	   of	   bilingual	   children.	  
Metalinguistic	   knowledge	   is	   constructed	   from	   language	   acquisition	   and	   applied	   to	   second	  
language	   acquisition.	   Second	   language	   learners	   don’t	   need	   to	   relearn	   the	   principles	   of	  
language	  structure,	  because	  they	  are	  already	  known	  from	  the	  metalinguistic	  knowledge	  that	  
grew	   out	   of	   first	   language	   acquisition	   (Bialystok	   2001).	   They	   have	   the	   ability	   to	   use	   two	  
languages,	  they	  recognize	  and	  organize	  them	  with	  ease,	  which	  influences	  their	  two	  language	  
systems	  and	  they	  develop	  greater	  metalinguistic	  awareness.	  	  	  
Valuable	   research,	   regarding	   the	  above	   issue,	  has	  been	   conducted	  by	   Ianco-­‐Worrall	   (1972).	  
He	  asked	  the	  bilingual	  and	  monolingual	  children	  to	  call	  a	  cow	  ‘dog’	  and	  a	  dog	  ‘cow’.	  Bilinguals	  
had	   no	   problems	   with	   this	   task;	   they	   felt	   that	   the	   names	   could	   be	   interchangeable,	   while	  
monolinguals	  found	  it	  difficult.	  Ianco-­‐Worrall	  also	  used	  an	  interesting	  question	  in	  his	  further	  
experiment.	  He	  asked	  “Which	  is	  more	  like	  cap,	  can	  or	  hat?’.	  Bilingual	  children,	  between	  the	  
age	  of	  four	  to	  six,	  responded	  to	  meaning	  and	  monolinguals	  to	  sound.	  However,	  there	  was	  no	  
difference	  in	  the	  answers	  of	  the	  older	  children,	  around	  the	  age	  of	  seven.	  His	  conclusion	  was	  
that	   for	   bilinguals	   names	   and	   objects	   are	   separate.	   Bilinguals	   also	   seem	   to	   gain	   the	  
understanding	   of	   the	   symbolic	   representations	   of	   written	   words	   earlier	   than	   monolingual	  
children	   as	   they	   see	  words	   printed	   in	   two	   separate	  ways.	   This	   factor	  may	   influence	   earlier	  
reading	  skills	  in	  children.	  A	  more	  analytical	  approach	  to	  language	  may	  also	  be	  advantageous	  
in	   early	   number	   control,	   and	   in	   general	   in	   developing	   the	   concept	   of	   number.	   However,	  
Bialystok	   points	   out	   that	   the	   evidence	   shows	   no	   necessary	   correlation	   between	   being	  
bilingual	   and	   having	   superior	   metalinguistic	   abilities.	   She	   also	   showed	   that	   metalinguistic	  
benefits	  are	  more	  apparent	  in	  bilinguals	  whose	  languages	  have	  similar	  sound	  structures	  than	  
in	   bilinguals	   with	   notably	   different	   sound	   patterns,	   like	   English	   and	   Chinese,	   for	   instance.	  
Nevertheless,	   bilingualism	  may	   be	   beneficial	   for	   one’s	   linguistic	   development,	   and	   also,	   for	  
varied	   conceptualizations	  which	   empower	   flexible	   and	   critical	   thinking.	   Being	   bilingual	  may	  
therefore	   benefit	   from	   structural	   and	   procedural	   changes	   in	   memory,	   which	   result	   from	  
cross-­‐linguistic	  and	  cross-­‐cultural	  factors	  in	  one’s	  development	  (Kecskes	  &	  Albertazzi	  2007).	  
Pavlenko	  (2005)	  explains	  that,	  in	  the	  view	  of	  recent	  research,	  different	  languages	  and	  cultures	  
cause	  specific	  cognitive	  effects.	  Learning	  a	  second	  language	  is	  in	  that	  view	  a	  socialization	  into	  
new	  understandings,	  perspectives	  and	  ways	  of	  speaking.	  The	  first	  scientist	  to	  have	  shown	  his	  
strong	  believe	  that	  learning	  an	  additional	  language	  has	  the	  potential	  to	  transform	  or	  enhance	  
speaker’s	   view	   of	   the	  world	  was	  Worf	   (1956).	   Successively,	   Rossi-­‐Landi	   (1973)	   expressed	   a	  
well-­‐known	   thought	   saying	   that	  whoever	   learns	   a	   new	   language	   becomes	   a	   new	   person.	   It	  
was	  not	  until	  1997,	  that	  a	  fresh	  view	  on	  this	   linguistic	  relativity	  was	  summarized	  sufficiently	  
by	  Stubbs	  in	  the	  following	  words:	  Languages	  are	  not	  incompatible.	  We	  can	  translate	  between	  
them.	  And	  bilinguals	  speak	  different	  languages,	  but	  they	  do	  not	  perceive	  the	  world	  differently	  
when	   they	   switch	   from	   one	   language	   to	   another.	   Both	   of	   the	   above	   views	   have	   been	  
challenged	  by	  scientists.	  Pavlenko	  (2005)	  sees	  the	  process	  of	   the	  continuing	  research	   in	   the	  
world,	  rather	  as	  a	  challenge	  of	  Worf’s	  hypothesis	  instead	  of	  bilingualism	  in	  itself.	  She	  further	  
confirms	  that	  simultaneous	  bicultural	  bilinguals	  may	  develop	  representations	  different	   from	  
those	   of	   sequential	   or	   late	   bilinguals.	   Pavlenko	   has	   also	   described	   the	   conceptual	   changes	  
influenced	  by	  language.	  Those	  seem	  to	  be	  affected	  by	   individual	  factors	  (speaker’s	   language	  
learning	   histories,	   the	   language	   dominance	   or	   proficiency,	   the	   degree	   of	   biculturalism	   and	  
acculturation,	   the	  expertise	   in	   the	  domain	   in	  question),	   interactional	   factors	   (the	  context	  of	  
language	   interaction,	   the	   linguistic	   status	  of	   the	   interlocutor),	   linguistic	  and	  psycholinguistic	  
factors	   (concept	   comparability,	   which	   is	   the	   degree	   of	   relatedness	   between	   the	   mental	  
representations	   in	   the	   languages	   in	  question,	   and	   type	  of	   encoding,	  which	   is	   the	  degree	   to	  
which	  the	  concept	  of	  one	  language	  could	  be	  expressed	  in	  the	  other	  language	  and	  the	  means	  
with	   which	   it	   is	   expressed).	   Pavlenko’s	   and	   other	   studies	   demonstrate	   that	   bilingualism	   is	  
most	   probably	   extraordinarily	   advantageous	   for	   enriching	   the	   speakers’	   linguistic	   skills	   and	  
offering	  them	  alternative	  conceptualizations	  vital	  for	  flexible	  and	  critical	  thinking.	  	  
Together	  with	  many	  hypotheses	  and	  theories	  regarding	  second	  language	  acquisition	  coming	  
from	   various	   theoretical	   backgrounds,	   subsequent	   questions	   appear	   concerning	   the	  
terminology	  of	  bilingualism	  and	  bilingual	  education.	  Baker	  (2011)	  analyzes	  the	  dimensions	  of	  
bilingualism.	  The	  first	  one	   is	  Ability,	  here	  he	  refers	   to	  different	   levels	  of	  proficiency	  and	  the	  
ability	   to	   use	   second	   language,	   and	   describes	   them	   as	   those	   who	   have	   better	   productive	  
competence	  and	  others	  who	  are	  more	  passive	  bilinguals	  with	  better	  receptive	  abilities,	  such	  
as	   understanding	   and	   reading.	   The	   second	   dimension	   is	   defined	   as	   Use,	   and	   refers	   to	  
contexts,	  meaning	  that	  each	  of	  the	  individual’s	  languages	  are	  used	  for	  different	  purposes	  and	  
in	  a	  different	  context.	  The	   third	  dimension	   is	  Balance	  of	   two	   languages.	  He	   states	   that	   it	   is	  
very	  common	  for	  bilinguals	  and	  multilinguals	  not	  to	  have	  equal	  ability	  to	  use	  their	  additional	  
languages.	   However,	   this	   can	   change	   over	   time.	   The	   fourth	   dimension	   is	   related	   to	  Age	   of	  
second	   language	   acquisition.	   When	   a	   child	   learns	   a	   second	   language	   from	   birth,	   then	   the	  
bilingualism	   is	   called	   simultaneous	   or	   infant.	   If	   a	   child	   learns	   an	   additional	   language	   after	  
about	  three	  years	  of	  age,	  then	  we	  can	  use	  the	  terms	  consecutive	  or	  sequential	  bilingualism.	  
The	  fifth	  dimension	  is	  linked	  with	  Development.	  It	  concerns	  Incipient	  bilinguals	  who	  have	  one	  
well	   developed	   language,	   and	   the	   other	   one	   at	   the	   early	   stages	   of	   development.	  When	   a	  
second	   language	   is	   still	   developing,	   this	   is	   known	  as	  ascendant	   bilingualism,	   and	  when	  one	  
language	   is	   decreasing,	   resulting	   in	   language	   attrition,	   then	   we	   talk	   about	   recessive	  
bilingualism.	   The	   sixth	   dimension	   is	   Culture.	  Baker	   raises	   a	   crucial	   issue	   of	   becoming	   bi	   or	  
multicultural,	  but	  he	  also	  states	  quite	  clearly	  that	  one	  can	  become	  proficient	  in	  two	  languages	  
and	  yet	  stay	  monocultural.	  Bicultural	  competence	  tends	  to	  relate	  to	  knowledge	  of	   language	  
cultures,	  implying	  feelings,	  attitudes	  towards	  two	  cultures,	  being	  able	  to	  behave	  in	  culturally	  
appropriate	  ways,	  and	  confidently	  expressing	  biculturalism.	  The	  seventh	  dimension	  refers	  to	  
Contexts.	  In	  a	  case	  of	  the	  absence	  of	  a	  second	  language	  community,	  the	  context	  is	  exogenous.	  
Some	   contexts	   can	   be	   subtractive,	   where	   the	   country	   changes	   the	   home	   language	   by	   the	  
majority	  language.	  Other	  contexts	  can	  be	  additive,	  when	  one	  learns	  a	  language	  at	  no	  cost	  of	  
their	   first	   language.	   There	   are	   also	   endogenous	   communities	   that	   use	   more	   than	   one	  
language	  in	  their	  everyday	  lifes.	  The	  last	  eighth	  dimension	  is	  called	  Elective	  bilingualism,	  and	  
relates	   to	   characteristics	   of	   individuals	  who	   decide	   to	   learn	   a	   language,	   for	   example	   in	   the	  
classroom.	  On	  the	  other	  hand,	  circumstantial	  bilinguals	  learn	  another	  language	  to	  be	  able	  to	  
function	   effectively	   in	   a	   society	   in	   a	   foreign	   country,	   where	   they	   have	   to	   live	   and	   cannot	  
communicate	  in	  the	  language	  of	  origin.	  	  	  	  	  
According	   to	   Baker	   (2001),	   bilingualism	   is	   the	   ability	   to	   use	   more	   than	   one	   language.	  
Bilingualism	   is	   a	  well-­‐known	   concept,	  which	   for	  many	   represents	   a	   picture	   of	   children	   and	  
adults	   who	   are	   equally	   competent	   in	   two	   languages	   in	   all	   contexts.	   It	   has	   been	   long	  
recognized,	   however,	   that	   such	   form	   of	   bilingualism	   does	   not	   exist.	   Early	   definitions	   of	  
bilingualism	   considered	   only	   native-­‐like	   control	   of	   two	   languages	   as	   a	   sign	   of	   bilingualism	  
(Bloomfield	   1933).	   	   Other	   views	   included	   Haugen	   (1953),	   who	   regarded	   even	   minimum	  
proficiency	  in	  two	  languages	  as	  being	  bilingual,	  or	  Diebold	  (1964)	  who	  provides	  a	  minimalist	  
definition	   of	   bilingualism,	   by	   labeling	   ‘incipient	   bilingualism’	   to	   describe	   people	  who	   are	   at	  
the	   very	   beginning	   of	   learning	   a	   second	   language.	   Traditionally	   only	   two	   models	   of	  
bilingualism	   have	   been	   advanced	   in	   the	   scholarly	   literature	   to	   reflect	   the	   subtractive	   and	  
additive	   bilingualism.	   In	   the	   subtractive	   model,	   a	   learner	   speaks	   his	   first	   language	   and	   a	  
second	  one	  is	  added	  while	  the	  first	  is	  subtracted.	  As	  a	  result,	  some	  children	  speak	  only	  their	  
second	  language.	  This	  model	  can	  be	  illustrated	  in	  the	  following	  way:	  L1	  +	  L2	  –	  L1	  -­‐>	  L2.	  These	  
kinds	   of	   programs	   respond	   to	   a	  monoglossic	   belief	   which	   states	   that	   legitimate	   linguistic	  
practices	   are	   only	   those	   commanded	   by	   monolinguals	   (García	   2009).	   In	   the	   additive	  
bilingualism	  model,	  proposed	  by	  Lambert	  (1975),	  a	  second	  language	  is	  added	  to	  the	  person’s	  
repertoire	  and	  the	  two	   languages	  are	  maintained.	  This	  model	  can	  be	  presented	   in	  this	  way:	  	  
L1	   +	   L2	   =	   	   L1	   +	   L2.	   This	   diglossic	   bilingual	   education	   aimed	   at	   developing	   both	   home	   and	  
second	  language	  by	  compartmentalizing	  them.	  García	  (2009)	  portrayed	  this	  model	  as	  double	  
monolingualism,	   where	   bilinguals	   are	   expected	   to	   perform	   equally	   well	   in	   both	   languages.	  
However,	  when	  bilingualism	  has	  emerged	  as	  a	  global	   issue,	   views	  of	  heteroglossic	   linguistic	  
practices	  and	  beliefs	  have	  started	  to	  compete	  with	  the	  monoglossic	  ones.	  Bilingual	  education	  
programs	  have	  had	  sociolinguistic	  aims,	  such	  as	  (García	  2009:117)	  
• Bilingual	   revitalization:	   an	   understanding	   that	   children	   of	   groups	   of	   minoritized	  
languages	   that	   have	   suffered	   language	   loss	  must	   have	   the	   possibility	   of	   recovering	  
their	  languages,	  as	  well	  as	  developing	  bilingual	  proficiencies.	  
• Bilingual	  development	  rather	  than	  language	  maintenance:	  the	  understanding	  that	  all	  
children,	   including	   those	   who	   are	   speakers	   of	   a	   minority	   language,	   whether	  
immigrants,	  autochthonous	  minorities,	   Indigenous,	  or	  Deaf	  People,	  need	  more	  than	  
just	  to	  maintain	  proficiency	  in	  a	  home	  language.	  Language-­‐minority	  children,	  as	  well	  
as	   language-­‐majority	   children,	   have	   different	   degrees	   of	   proficiency	   in	   the	   home	  
language	   and	   all	   need	   to	   develop	   academic	   proficiency	   in	   that	   language,	   not	   just	  
maintain	  it	  as	  spoken	  in	  the	  home.	  
• Linguistic	   interrelationships	  or	  the	  understanding	  that	  relationships	  between	  two	  or	  
more	   languages	   are	   never	   competitive,	   but	   are	   strategic,	   responding	   to	   functional	  
needs.	  As	  such,	  children	  of	  different	  ethnolinguistic	  groups	  need	  to	  have	  contact	  with	  
each	  other,	  to	  be	  educated	  together,	  in	  polydirectional	  ways	  that	  respect	  differences,	  
and	  children	  of	  all	  groups	  need	  to	  develop	  strategic	  multilingual	  competence,	  using	  
the	  entire	  spectrum	  of	  their	  languaging	  capabilities.	  
Another	   two	  models	  of	  bilingualism,	   less	  mentioned	   in	   the	   literature,	   are	   the	   recursive	   and	  
dynamic	   ones.	   In	   the	   case	   of	   the	   recursive	   model,	   it	   is	   the	   community	   that	   decides	   to	  
continue	  on	  using	  their	  ancestral	   language.	  This	  can	  be	  done	  during	  traditional	  ceremonies,	  
for	   instance.	  Here	   bilingualism	   is	   recursive	   as	   it	   reaches	   back	   and	   forwards	   to	   an	   ancestral	  
language	  and	  some	  of	  the	  ancestral	   language	  practices	  are	  given	  new	  functions.	  This	  model	  
can	  be	  illustrated	  in	  the	  following	  way	  (García	  2009:53).	  
	  
Figure	  6	  The	  recursive	  model	  of	  bilingualism.	  
However,	   the	   picture	   of	   bilingualism	   presented	   as	   a	   linear	   system	   does	   not	   seem	   to	   be	  
sufficient	   in	  terms	  of	   its	  contexts	  and	  functions	   in	  the	  modern	  world.	  A	  more	  dynamic	  view	  
would	   be	  more	   appropriate.	   García	   (2009)	   describes	   the	   dynamic	   model	   as	   a	   cycle	   where	  
language	  practices	  are	  multiple	  and	  adjust	   to	   the	  multilingual	   communicative	  act.	   It	   can	  be	  
pictured	  as	  below	  (García	  2009:53).	  
	  
	  
	  
	  
	  
	  
Figure	  7	  The	  dynamic	  model	  of	  bilingualism.	  
	  The	  term	  ‘’dynamic	  bilingualism’’	  is	  used	  in	  a	  similar	  way	  the	  term	  ‘’plurilingualism’’	  is	  used	  in	  
Europe.	  It	  refers	  to	  the	  understanding	  that	  European	  citizens	  in	  the	  twenty-­‐first	  century	  must	  
have	   the	   ability	   to	   speak	   more	   than	   two	   languages	   for	   different	   purposes,	   and	   are	  
encouraged	  to	  develop	  linguistic	  tolerance	  as	  they	  learn	  to	  value	  different	  language	  practices.	  
Although,	   the	   two	   last	   theoretical	   frameworks	   follow	   the	   most	   recent	   geopolitical	   and	  
technological	  changes	  in	  the	  world,	  all	  of	  them	  are	  present	  in	  today’s	  education.	  	  
	  
	  
	  
	  
2.4	  Bilingual	  education	  
	  
Bilingual	  education	  can	  be	  defined	  as	  educational	  program	  where	  two	  languages	  are	  used	  as	  
a	   medium	   of	   instruction	   (Nieto	   2000:200).	   Some	   scholars	   interpret	   bilingual	   education	   as	  
consisting	  of	  dual-­‐language	  programs,	  where	  language	  instruction	  is	  equally	  divided	  between	  
two	  languages	  throughout	  the	  school	  day	  (Casanova	  &	  Arias	  1993:17).	  However,	  models	  vary	  
as	   they	  are	   interdependent	  on	   factors	   such	  as	   students,	   teachers,	   community,	  or	  a	  political	  
system	   of	   a	   country.	   After	   all,	   bilingual	   education	   is	   to	   serve	   various	   types	   of	   students	   in	  
different	   situational	   contexts.	   These	  programs	  also	  depend	  on	   language	  goals,	  whether	   the	  
aim	  in	  itself	  is	  bilingualism	  or	  perhaps	  only	  developing	  proficiency	  in	  a	  second	  language	  which	  
is	  related	  to	  the	  amount	  of	  time	  spent	  on	  instruction	  in	  a	  given	  language.	  A	  typical	  program	  
leading	  to	  language	  development	  is	  an	  ESL	  –	  English	  as	  a	  second	  language	  program,	  in	  some	  
countries,	  for	  example	  in	  Poland,	  time	  spent	  in	  an	  English	  class	  equals	  two	  45	  minute	  lessons	  
a	  week.	  This	  time	  is	  not	  enough	  to	  educate	  bilingual	  learners.	  	  
Here	  are	  the	  characteristics	  of	  the	  four	  theoretical	  frameworks	  of	  bilingual	  education.	  There	  
are	  six	  principles	  based	  on	  six	  characteristics	  (García	  2009:120).	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  HETEROGLOSSIC	  IDEOLOGIES	  
	   Subtractive	  
Bilingual	  Ed.	  
Theoretical	  
Framework	  	  
Additive	  Bilingual	  
Ed.	  Theoretical	  
Framework	  
Recursive	  
Bilingual	  Ed.	  
Theoretical	  
Framework	  
Dynamic	  Bilingual	  
Ed.	  Theoretical	  
Framework	  
	  
Language	  
Ideology	  
	  
	  
Monoglossic	  
	  
Monoglossic	  
	  
Heteroglossic	  
	  
Heteroglossic	  
	  
Linguistic	  goal	  
	  
	  
Monolingualism	  
	  
Bilingualism	  
	  
Bilingualism	  
	  
Bilingualism	  
	  
Linguistic	  
Ecology	  
	  
	  
Language	  shift	  
	  
Language	  
addition;	  
Language	  
maintenance	  for	  
minorities	  
	  
	  
Language	  
revitalization	  
	  
Plurilingualism	  
	  
Bilingualism	  
Orientation	  
	  
	  
Bilingualism	  as	  
problem	  
	  
Bilingualism	  as	  
enrichment	  
	  
Bilingualism	  as	  
right	  
	  
Bilingualism	  as	  
resource	  
	  
Cultural	  ecology	  
	  
	  
Monocultural	  
	  
Monocultural	  to	  
bicultural	  
	  
	  
Bicultural	  to	  
multiplicity	  
	  
Transcultural	  
	  
Type	  of	  children	  
	  
Exclusively	  
minority	  
	  
Exclusively	  
majority	  
(maintenance	  
and	  prestigious);	  
Exclusively	  
minority	  
(maintenance)	  
	  
	  
Mostly	  non-­‐
dominant	  groups	  
	  
All	  
Table	  1	  
	  
The	  above	  types	  of	   four	   theoretical	   frameworks	  can	  be	  matched	  with	   the	   types	  of	  bilingual	  
education	  in	  order	  to	  display	  the	  relationship	  between	  them	  (García	  2009:123).	  	  
	  
	  
	   Subtractive	  
Bilingual	  Ed.	  
Additive	  Bilingual	  
Ed.	  
Recursive	  Bilingual	  
Ed.	  
Dynamic	  
Bilingual	  Ed.	  
	  
Language	  
Ideology	  
	  
	  
	  
Monoglossic	  
	  
Monoglossic	  
	  
Heteroglossic	  
	  
Heteroglossic	  
	  
Linguistic	  goal	  
	  
	  
Monolingualism	  
	  
Bilingualism	  
	  
Bilingualism	  
	  
Bilingualism	  
	  
Types	  
	  
	  
• 	  transitional	  
	  
• maintenance	  
• prestigious	  
• immersion	  
	  
	  
• immersion	  
revitalization	  
(heritage	  
language	  
	  
• poly-­‐
directional	  or	  
two-­‐way	  
(dual	  lang.,	  
immersion)	  
• developmental	  
	  
bilingual	  
immersion;	  
two-­‐way	  
immersion)	  
• CLIL	  and	  
CLIL-­‐type	  
• Multiple	  
multilingual	  
	  
Table	  2	  
	  
The	  education	   types	  presented	  above	  can	  be	   treated	  as	  an	  example	  only,	   as	   in	   reality	   they	  
much	   differ.	   This	   is	   due	   to	   the	   situational	   context	   of	   each	   school,	   community,	   teachers,	  
materials	  used,	  children’s	  social	  and	  age	  factors,	  in	  other	  words	  the	  sociolinguistic	  landscape	  
in	  which	  they	  exist.	  In	  practice,	   it	   is	  hard	  to	  identify	  the	  type	  of	  bilingual	  education	  program	  
that	  a	  school	  is	  following	  (García	  2009).	  	  
The	  transitional	  types	  of	  bilingual	  education	  usually	  have	  no	  clear	  language	  policy.	  Teacher’s	  
role	  is	  to	  prepare	  a	  learner	  for	  independent	  language	  use.	  The	  home	  or	  minority	  language	  is	  
only	   a	   tool	   to	   assist	   in	   the	   acquisition	   of	   the	   majority	   language.	   Transitional	   education	  
programs	  tend	  to	  employ	  bilingual	  teachers,	  who	  are	  familiar	  with	  a	  learner’s	  home	  language.	  	  
This	  education	  type	   is	  build	  on	  the	  philosophy	  that	  education	  relies	  on	  children’s	  strengths,	  
and	  that	  their	  language	  and	  culture	  is	  their	  greatest	  asset.	  Nonetheless,	  it	  also	  perceives	  the	  
majority	   language	   and	   culture	   as	   superior.	   Bilingualism,	   in	   that	   sense,	   is	   allowed	   as	   a	  
temporary	  measure.	   The	   benefit	   of	   such	   education,	   undoubtedly,	   is	   that	   the	   initial	   culture	  
shock	  and	  alienation,	  that	  is	  often	  experienced	  by	  children	  who	  move	  to	  a	  different	  country,	  
are	  largely	  eliminated	  by	  the	  use	  of	  the	  child’s	  home	  language	  during	  the	  first	  stage	  of	  child’s	  
education	   in	   the	   new	   environment.	   Maintenance	   Bilingual	   Education	   programs	   involve	  
educating	   mostly	   minority	   learners	   who	   speak	   their	   languages	   at	   home	   and	   would	   like	   to	  
continue	   on	   developing	   them	   while	   they	   develop	   proficiency	   in	   a	   dominant	   language.	  
Academic	  subjects	  are	  usually	  taught	  through	  two	  languages,	  but	  the	  number	  of	  hours	  taught	  
in	   one	   language	   or	   another	   is	   interdependent	   with	   the	   number	   of	   language	   teachers	   and	  
minority	   learners	   in	   class,	   but	   also	   with	   its	   aims.	   One	   aim	   might	   be	   to	   maintain	   learner’s	  
language	  skills	  at	  the	  level	  of	  the	  child	  entering	  the	  school,	  and	  is	  described	  by	  (Baker	  2011)	  
as	   static	   maintenance.	   Whereas,	   if	   a	   program	   seeks	   to	   further	   develop	   learner’s	   home	  
language	   skills	   then	   we	   refer	   to	   it	   as	   developmental	   maintenance	   or	   enrichment	   bilingual	  
education	  for	  language	  minority	  learners.	  Children’s	  cultural	  values	  are	  an	  integral	  part	  of	  this	  
educational	   program	   as	   well.	   It	   can	   therefore	   be	   characterized	   as	   one	   leading	   to	   cultural	  
pluralism	  and	  linguistic	  diversity.	  The	  term	  (developmental)	  maintenance	  bilingual	  education	  
is	  described	  internationally	  as	  heritage	   language	  education.	   In	  Canada,	  there	   is	  a	  distinction	  
between	   heritage	   language	   lessons	   and	   heritage	   language	   bilingual	   education.	   The	   former	  
provides	  about	  two	  and	  a	  half	  hours	  per	  week	  of	  language	  teaching	  to	  the	  minority	  learners.	  
The	  heritage	  language	  education	  programs,	  however,	  teach	  through	  a	  heritage	  language	  and	  
include	  all	  of	  the	  children	  (Baker	  2011).	  The	  prestigious	  bilingual	  education	  programs,	  on	  the	  
other	   hand,	   were	   introduced	   to	   teach	   through	   the	   medium	   of	   two	   languages	   of	   prestige,	  
mostly	  with	  two	  teachers,	  where	  each	  of	  them	  teaches	  in	  a	  different	  language.	  However,	  the	  
emphasis	   is	   placed	   on	   adding	   a	   language.	   This	   type	   of	   education	   program	   is	   described	   by	  
Mejia	   as	   ‘’elite	   bilingual	   education’’	   (2002).	   In	   the	   immersion	   bilingual	   education	   program	  
children	  are	  taught	  exclusively	  in	  the	  new	  language	  for	  at	  least	  a	  certain	  period	  of	  time.	  The	  
term	  ‘immersion	  education’	  was	  first	  used	  in	  the	  1960s	  in	  Canada,	  which	  by	  now	  has	  a	  strong	  
tradition	   of	   bilingual	   education,	   where	   immersion	   education,	   as	   well	   as	   language	  
reproduction	   in	   the	   home,	   are	   the	   key	   factors.	   The	   philosophy	   of	   immersion	   bilingual	  
education	  relies	  on	  the	  principle	  that	   languages	  are	  best	  acquired	   in	  authentic	  contexts	  and	  
taught	   in	   second-­‐language	   education	   programs.	   Children	   immersed	   in	   another	   language	   in	  
school	  should	  continue	  to	  have	  extended	  contact	  with	  their	  first	  language	  outside	  of	  school,	  
at	  home	  and	  in	  the	  media.	  If	  children	  cannot	  benefit	  from	  such	  language	  support	  they	  will	  not	  
become	  bilingual,	  they	  will	  experience	  a	  language	  shift	  towards	  the	  second	  language	  instead.	  
Yet	  the	  aim	  of	  the	   immersion	  education	  type	   is	  to	  promote	  additive	  bilingualism,	  no	  matter	  
what	  type	  of	  a	  program	  it	  is	  and	  how	  early	  it	  starts	  (Baker	  2011).	  There	  is	  the	  Early	  Immersion	  
Bilingual	  Education,	  which	  is	  present	  in	  pre-­‐schools	  and	  early	  grades	  of	  the	  primary	  schools.	  
Teachers	  in	  the	  early	  education	  program	  are	  usually	  bilingual	  and	  able	  to	  react	  to	  the	  home	  
language	   children	   use.	   When	   Early	   Immersion	   Bilingual	   Education	   programs	   start	   in	  
elementary	   schools,	   children	   are	   often	   immersed	   the	   first	   year.	   By	   the	   second	   year,	   their	  
home	  language	  is	  often	  used	  in	  fostering	  literacy	  and	  in	  other	  language	  arts	  activities.	  In	  the	  
third	  year,	  children	  may	  spend	  one	  half	  of	  the	  time	  being	  educated	  through	  the	  medium	  of	  
the	   second	   language	   and	   other	   half	   in	   their	   home	   language	   (García	   2009).	   Late	   Immersion	  
Bilingual	  Education	  refers	  to	  learners	  who	  have	  already	  begun	  formal	  education	  in	  their	  first	  
language.	  Some	  programs	  start	  after	   three	  years	   in	  primary	   school,	  others	   in	   the	  middle	  or	  
secondary	   school.	   The	   influence	   of	   early	   bilingual	   education	   has	   long	   been	   debated	   in	  
contrast	  with	  the	  adult	  or	   late	  bilingualism.	  Nursery	  and	  kindergarten	  education	  can	  enable	  
children	  to	  acquire	  a	  second	   language	   in	  the	  same	  way	  they	  would	  do	  at	  home.	  Findings	  of	  
the	   effects	   of	   start	   of	   second	   language	   education	   in	   kindergarten	   vs.	   secondary	   has	   been	  
ambiguous.	  Younger	  children	  seem	  to	  acquire	  additional	   language	  successfully,	  quickly,	  and	  
efficiently,	  but	  also	  the	  language	  they	  need	  is	  less	  complex	  and	  more	  contextualized	  than	  that	  
needed	   by	   adults.	   There	   is	   also	   little	   evidence	   for	   a	   ‘’critical	   period’’	   for	   second	   language	  
learning,	   except	   for	   a	   native-­‐like	   accent.	   In	   this	   view,	   adults	   are	   also	   capable	   of	   becoming	  
bilingual.	   There	   seem	   to	   be	   no	   age-­‐related	   differences	   in	   the	   process	   of	   language	   learning	  
(García	  2009).	  Older	  students	  are	  capable	  of	  making	  quick	  progress	  in	  their	  learning	  by	  using	  
their	  metalinguistic	  skills	  in	  their	  first	  language	  more	  productively.	  Younger	  learners’	  bilingual	  
education	  in	  nursery	  or	  kindergarten	  is	  concentrated	  on	  meaning	  and	  authentic	  practice.	  The	  
exposure	   to	   two	   languages	  may	   affect	   bilingual	   child’s	   language	   choice,	   but	   this	   is	   not	   the	  
only	   factor	   responsible	   for	  child’s	  preference	  of	   languages.	  One	  possible	   factor	   is	   related	  to	  
his	  parents’	  attitudes	   towards	  both	   languages	  and	   to	  mixing	   the	   languages.	   	  On	   the	  part	  of	  
the	  child,	  his	  metalinguistic	  abilities,	  personality,	  peer	  interaction,	  exposure	  to	  different	  forms	  
of	  language	  education	  (Nicoladis	  &	  Genesee	  1997).	  All	  of	  the	  above	  can	  lead	  to	  codeswitching	  
or	   codemixing.	   The	   first	   term	   refers	   to	   a	   language	   model	   provided	   by	   parents	   and	   the	  
community,	  who	  can	  rarely	  keep	  their	  two	  languages	  separate.	  Children	  might	  imitate	  them	  
and	  start	  using	   in	  communicating	  as	  well,	  an	   instance	  of	  codeswitching	  would	  be:	   ‘Come	  to	  
the	   table.	  Bwyd	  yn	  barod’	   (food	   is	   ready)	   (Baker	  2011).	   The	   first	   sentence	   is	   in	   English,	   the	  
second	   in	  Welsh.	  This	   is	  a	  good	  example	  of	  codeswitching	  used	   in	  a	  society	  with	  a	  minority	  
language.	  Codeswitching	  often	  occurs	  spontaneously	  among	  speakers	  of	  the	  same	  languages,	  
and	   is	   a	   sign	  of	   a	   sophisticated	   linguistic	   skill	   in	   fluent	  bilinguals	   (Milroy	  &	  Muysken	  1995).	  
Codemixing,	  on	  the	  other	  hand,	  relates	  to	  language	  proficiency.	  Children	  use	  words	  from	  one	  
language	  when	  they	  do	  not	  have	  a	  word	  from	  the	  appropriate	  language	  in	  their	  vocabulary,	  
so	  the	  changes	  happen	  on	  word	  level.	  An	  example	  of	  that	  could	  be:	  ‘Lei	  un	  magazine’	  (I	  read	  a	  
magazine)	  (Baker	  2011).	  Cen	  Williams	  (In	  García	  2009:45)	  developed	  a	  term	  translanguaging,	  
which	  involves	  switching	  the	  language	  mode	  in	  bilingual	  classrooms.	  It	  might	  involve	  reading	  
in	   one	   language	   and	   writing	   in	   another.	   Bilingual	   families	   also	   translanguage	   in	   order	   to	  
construct	  meaning.	  	  
	  There	  are	  also	  Partial	  Immersion	  Bilingual	  Education	  Programs,	  where	  learners	  are	  immersed	  
in	  the	  second	   language	  only	  for	  part	  of	  the	  day.	   Immersion	  Revitalization	  Programs	  are	  also	  
referred	   to	   as	   Language	   Nest	   Programs	   or	   Heritage	   Language	   Immersion,	   as	   the	   prime	  
importance	  is	  given	  to	  incorporating	  local	  knowledge	  in	  school	  curriculum.	  As	  shown	  above,	  
there	  are	  many	  various	  types	  of	  immersion	  programs,	  and	  the	  ‘immersion	  education’	  is	  only	  
an	  umbrella	  term	  for	  all	  of	  them.	  The	  main	  differences	  include	  the	  following	  (Baker	  2011:239)	  
• Age	  at	  which	  a	  child	  starts	  bilingual	  education;	  
• Amount	   of	   time	   spent	   in	   immersion.	   Total	   immersion	   usually	   starts	   with	   100%	   in	   the	  
second	   language,	  which	  reduces	  after	   two	  or	   three	  years	   to	  80%	  a	  week,	  and	  continues	  
like	  this	  for	  the	  next	  three	  or	  four	  years.	  Learners	  finish	  junior	  school	  with	  approximately	  
50	  %	  immersion	  in	  the	  second	  language	  per	  week.	  
Immersion	  education	  has	  a	   long	  tradition	   in	  many	  countries	  around	  the	  world.	   In	  Finland,	   it	  
has	   been	   introduced	   for	   Swedish	   and	   Finnish	   speaking	   children.	   In	   Catalonia,	   Spanish	  
speaking	  children	   follow	  an	   immersion	  program	   in	  Catalan.	   In	   the	  Basque	  Country,	   learners	  
follow	   a	   program,	   which	   involves	   50%	   of	   Basque	   and	   50%	   of	   Spanish.	   Research	   shows	  
successful	  outcomes	  in	  bilingual	  proficiency	  in	  both	  language	  programs	  in	  Spain	  (Cenoz	  2009).	  	  
Developmental	   bilingual	   education,	   on	   the	   other	   hand,	   where	   the	   main	   goal	   is	   set	   on	  
developing	   languages	   is	   based	   on	   a	   bilingual	   /	   multilingual	   and	   bicultural	   model	   of	  
community.	   The	   aims	   are	   comparable	   with	   those	   of	   maintenance	   bilingual	   education	  
programs,	   and	   it	   is	   sometimes	   hard	   to	   distinguish	   between	   those	   two	   programs.	  
Developmental	  bilingual	  education	  programs	  are	  for	  non-­‐dominant	  language	  groups	  who	  are	  
developing	  their	  minoritized	  languages	  (García	  2009).	  Poly-­‐directional	  or	  two-­‐way	  immersion,	  
also	   known	   as	   two-­‐way	   dual	   language,	   two-­‐way	   immersion,	   bilingual	   immersion,	   or	   dual	  
language.	   In	   this	   type	   of	   a	   program	   two	   separate	   languages	   are	   underlined,	   instead	   of	  
emphasizing	   bilingualism	   as	   such.	   The	   goal	   is	   to	   strengthen	   inter-­‐group	   communicative	  
competence	   and	   cultural	   awareness	   (Genesee	   &	   Gandara	   1999).	   Nonetheless,	   when	   both	  
languages	  are	  used	  for	   learning,	  the	  school’s	   intention	  is	  to	  also	  educate	  relatively	  balanced	  
bilinguals	   (Lindholm-­‐Leary	  2001).	  These	  bilingual	  programs	  are	  common	   in	   the	  US	  and	  their	  
number	   is	   growing	   every	   year.	   There	   are	   currently	   about	   350	   such	   programs	   in	   the	   US	  
(http://cal.org/twi/directory/index.html,	   last	   access	  05.2012).	   Some	   common	  characteristics	  
of	  these	  programs	  include	  at	  least	  50%	  of	  second	  language	  (L2)	  instruction	  time	  for	  the	  period	  
of	   at	   least	   six	   years.	   Instruction	   must	   be	   adapted	   to	   learners’	   needs,	   but	   it	   must	   also	   be	  
cognitively	   and	   linguistically	   challenging.	   Language	   is	   acquired	  mainly	   through	   content.	   The	  
English	   and	   non-­‐English	   speakers	   are	   integrated	   in	   all	   lessons.	   The	   major	   aims	   of	   Dual	  
Language	  education	  programs	  are	  as	  indicated	  below	  (Howard	  &	  Christian	  2002)	  
• High	  levels	  of	  proficiency	  in	  students’	  first	  language	  and	  a	  second	  language.	  
• Reading	  and	  writing	  at	  grade	  level	  in	  both	  languages.	  
• Academic	  achievement	  at	  grade	  level	  or	  above.	  
• Positive	  intercultural	  (multicultural)	  attitudes	  and	  behaviours.	  
• Communities	  and	  society	  to	  benefit	  from	  having	  citizens	  who	  are	  bilingual	  and	  biliterate,	  
who	  are	  positive	  towards	  people	  of	  different	  cultural	  background.	  
Another	   bilingual	   education	   type	   is	   CLIL	   –	   Content	   and	   Language	   Integrated	   Learning.	  
European	   Commission	   has	   supported	   this	   approach	   in	   the	   development	   of	   Content	   and	  
Language	  Integrated	  Learning	  (CLIL)	  as	  a	  form	  for	  bilingual	  education	  for	  all.	  The	  instruction	  in	  
the	  second	  language	  takes	  up	  to	  50%	  of	  teaching	  time	  in	  the	  curriculum.	  The	  idea	  behind	  it	  is	  
to	   allow	   children	   to	   develop	   their	   first	   language	   and	   add	   a	   second	   one	   early	   in	   the	   school	  
years.	  This	  type	  of	  bilingualism	  can	  be	  described	  as	  ‘additive	  bilingualism’	  and	  it	  is	  reported	  to	  
have	   a	   positive	   influence	   on	   students’	   linguistic,	   cognitive	   or	   academic	   growth	   (Cummins	  
2006).	   It	   seems	   justified,	   as	   by	   the	   age	   of	   four,	   children	   would	   have	   mastered	   the	   basic	  
structures	  of	  their	  first	  language	  (Lightbown	  &	  Spada	  2006).	  In	  other	  words	  most	  children	  by	  
the	  age	  of	   four,	   can	  ask	  questions,	  give	  commands,	   report	   real	  events,	  and	  create	  stories.	   I	  
think	  what	  is	  worth	  mentioning	  is	  that	  Cummins	  also	  emphasizes	  that	  the	  first	  language	  does	  
not	  need	  to	  be	  fully	  developed	  before	  the	  second	  language	  is	  introduced	  to	  school.	  Nowadays	  
educational	  systems	  need	  to	  adapt	  to	  the	  changes	  that	  take	  place	  in	  our	  societies.	  In	  CLIL,	  the	  
content	  is	  closely	  related	  to	  the	  notion	  of	  modern	  times,	  and	  it	  has	  been	  said	  to	  be	  linked	  to	  
the	   way	   our	   brain	   learns	   (Coyle,	   Hood	   &	   Marsh	   2010).	   Content	   and	   Language	   Integrated	  
Learning	   is	   based	   on	   language	   acquisition	   rather	   than	   enforced	   learning	   (Mackenzie	   2012).	  
During	   such	   lessons,	   it	   is	   the	   language	   that	   becomes	   a	   medium	   of	   instruction.	   In	   general	  
terms	  we	  can	  say	  that	  CLIL	  is	  an	  approach	  which	  integrates	  the	  teaching	  of	  content	  through	  a	  
non-­‐native	   language.	   However,	   when	   we	   take	   a	   closer	   look,	   we	   see	   that	   a	   CLIL	   practice	  
promotes	   a	   more	   natural	   use	   of	   language,	   where	   learners	   learn	   and	   use	   languages	   for	  
different	  purposes,	  and	   in	  various	  contexts,	  which	   leads	  to	  attention	  and	  tolerance	  towards	  
other	  cultures.	  What	  is	  of	  vital	  importance,	  it	  is	  not	  a	  special	  program	  for	  some	  schools,	  like	  
immersion	  bilingual	  education.	  Teachers	  need	  to	  have	  a	  high	  level	  of	  fluency	  in	  the	  language	  
they	   teach,	   although	  proficiency	  of	   a	  native	   speaker	   is	   not	   a	  must.	   It	   also	  does	  not	   require	  
equal	   time	   spent	   on	   the	   two	   languages.	   In	   CLIL	   the	   teacher’s	   role	   is	   to	   gradually	  maximize	  
student	   learning,	   therefore,	   methods	   that	   fall	   under	   this	   approach	   generally	   integrate	  
cognitive	   theory	   with	   communicative	   strategies	   and	   child-­‐centered	   constructivist	  
perspectives,	  where	  learning	  should	  involve	  social	  negotiation	  and	  integration	  with	  others	  in	  
authentic	  contexts	  that	  are	  relevant	  to	  the	  learners	  (Cummins	  2006).	  The	  cognitive	  approach	  
sees	   language	   as	   a	   process	   and	   what	   we	   do	   with	   language	   as	   an	   integral	   aspect	   of	   our	  
thinking,	  making	  meaning.	  Accordingly,	  CLIL	  adopts	  an	   inquiry-­‐based	  approach	  to	  classroom	  
teaching	  and	  learning.	  It	  is	  about	  learning	  by	  construction,	  rather	  than	  learning	  by	  instruction.	  
It	   focuses	   on	   language	   learning,	   learning	   strategies,	   multilingualism,	   multiculturalism	   and	  
cooperation.	   Students	   build	   their	   content	   and	   language	   competences,	   as	   well	   as	   lifelong	  
learning	   skills	   and	   strategies,	   such	   as	   dealing	   with	   the	   unexpected,	   observational	   skills,	  
constructing	   knowledge,	   and	   so	   on.	   What	   is	   also	   significant,	   is	   that	   it	   also	   links	   two	  
constructivist	  perspectives,	  Piaget’s	  view	  on	  how	  people	  perceive	  and	  adapt	  new	  information	  
(the	  process	  of	  assimilation)	  and	  how	  they	   refer	   to	  previously	   learned	   information	   to	  make	  
sense	  of	  it	  (the	  process	  of	  accommodation),	  with	  Vygotsky’s	  social	  constructivist	  perspective,	  
which	  suggests	  that	  knowledge	  is	  constructed	  in	  a	  social	  context.	  Sociocultural	  theory	  states	  
that	   people	   establish	   control	   and	   reorganize	   their	   cognitive	   processes	   during	  mediation	   as	  
knowledge	   is	   internalized	  during	  social	  activity	   (Lightbown	  &	  Spada	  2006).	  Effective	  content	  
learning	   requires	   defined	   knowledge	   and	   skills	   together	   with	   their	   application	   through	  
creative	  thinking,	  problem	  solving	  and	  cognitive	  challenge.	  This	  application	  of	  knowledge	  and	  
thinking	   processes	   is	   based,	   in	   CLIL,	   on	   Bloom’s	   Taxonomy	   of	   educational	   objectives.	   It	  
defines	  the	  educational	  objectives	   into	  three	  categories:	  cognitive	  (knowing/head),	  affective	  
(feeling/heart)	  and	  psychomotor	  (doing/hands).	  	  It	  is	  suggested	  that	  teachers	  should	  focus	  on	  
all	   three	   domains	   in	   order	   to	   create	   a	  more	   holistic	   type	   of	   education.	   Learners	   can	  move	  
from	  a	  lower	  to	  a	  higher	  domain	  only	  if	  they	  acquired	  the	  knowledge	  and	  skills	  at	  the	  lower	  
levels.	   The	   skills	   in	   the	   cognitive	  domain	   include	   knowledge	   (memory	  of	  previously	   learned	  
material),	   comprehension	   (understanding	   of	   facts	   and	   ideas	   by	   organizing,	   comparing,	  
interpreting)	  and	  critical	  thinking.	  The	  skills	   in	  the	  affective	  domain	  describe	  the	  way	  people	  
react	   and	   are	   empathetic.	   The	   skills	   in	   the	   psychomotor	   domain	   describe	   the	   ability	   to	  
physically	  manipulate	  an	  object.	  They	  focus	  on	  change	  or	  development	  of	  a	  behavior	  or	  a	  skill.	  	  
All	  of	  the	  above	  are	  a	  part	  of	  the	  CLIL	  thinking	  curriculum,	  where	  learning	  is	  a	  progress	  from	  
information	   processing	   (organizing	   information	   –	   what,	   when,	   where,	   which,	   who,	   why	  
questions)	   to	  concrete	   thinking	  skills	   (abstract	   thinking	  –	   reasoning	  and	  hypothesizing	  –	   the	  
why	  and	  what	  if	  questions).	   	  Good	  questions	  recognize	  wide	  possibilities	  of	  thought	  and	  are	  
built	   around	   varying	   forms	   of	   thinking.	   They	   are	   directed	   towards	   learning	   and	   evaluative	  
thinking	  rather	  than	  determining	  what	  has	  been	  learned	  in	  a	  narrow	  sense	  (Menegale	  2011).	  
Open	  ended	  questions	  are	  effective	  for	  encouraging	  creative	  thinking,	  because	  they	  stimulate	  
further	   inquiry	   (Sousa	   2009).	   This	   puts	   communication	   and	   interaction	   at	   the	   core	   of	  
teaching.	  Learners	  are	  given	  opportunities	  to	  develop	  linguistically	  during	  lessons,	  as	  children	  
learn	   language	  as	   a	  means	  of	   expressing	   the	   concepts	   they	  have	  acquired	   (Bialystok	  2001).	  
Communication	   is	   understood	   here,	   as	   the	  world	   knowledge	   through	  which	  we	   can	   create	  
messages	   and	  make	  meaningful	   contact	   with	   one	   another.	   This	  meaningful	   contact,	   which	  
involves	  language	  use	  and	  function	  is	  called	  ‘functional	  bilingualism’	  by	  Fishman	  (1965).	  It	  not	  
only	   entails	   the	   structure	   of	   language	   but	   also	   the	   information	   of	   who	   is	   saying	   what,	   to	  
whom	  and	  in	  what	  circumstances	  (Baker	  2011).	  This	  view	  is	  reflected	  in	  the	  work	  of	  Krashen	  
(1981)	   and	   Swain	   (1996).	   Krashen	   states	   that	   comprehensible	   input	   is	   crucial	   to	   language	  
acquisition	   and	   to	   the	   development	   of	   language	   competence,	   as	   we	   acquire	   language	   by	  
being	   exposed	   to	   samples	   of	   second	   language	  without	   consciously	   thinking	   about	   its	   form.	  
Therefore,	  the	  input	  should	  be	  just	  above	  the	  current	  language	  competence	  level.	  Swain,	  on	  
the	   other	   hand,	   considered	   that	   output	   was	   more	   important,	   as	   learners	   developed	   their	  
language	  competence	  by	  expressing	   their	  understanding.	   In	  other	  words,	   the	  production	  of	  
language	  made	   them	   process	   it	   more	   deeply.	   In	   the	   CLIL	   type	   of	   bilingual	   education	   both	  
views	  are	  embodied.	  The	  linguistic	  items	  should	  not	  be	  over	  familiar	  but	  a	  little	  over	  learner’s	  
language	  level,	  so	  that	  students	  won’t	  feel	  discouraged,	  but	  rather	  motivated	  by	  succeeding	  
in	   their	   learning.	   In	   this	   way,	   they	   are	   bound	   to	   acquire	   language	   competence.	   CLIL	   as	   an	  
educational	  program	  has	  a	  strong	  political	  basis.	  The	  position	  of	  the	  European	  Commission	  in	  
its	  regards	   is	  clear:	   ‘’Learning	  one	   lingua	  franca	  alone	  is	  not	  enough.	  Every	  European	  citizen	  
should	   have	   meaningful	   communicative	   competence	   in	   at	   least	   two	   other	   languages	   in	  
addition	  to	  his	  or	  her	  mother	  tongue’’	  (García	  2009).	  	  
The	  Multiple	  Multilingual	   Education	   type	   involves	   at	   least	   three	   languages.	   These	   types	   of	  
programs	   exist	   in	   countries	   with	   complex	   linguistic	   demands,	   such	   as	   India,	   for	   instance	  
(García	  2009).	  	  
The	   table	   below	   presents	   the	   correspondence	   between	   type	   of	   bilingualism	   and	   type	   of	  
bilingual	  education	  program	  (García	  2009:131).	  
Bilingualism	   Bilingual	  Education	  
Subtractive	  	  L1	  +	  L2	  –	  L1	  -­‐>	  L2	   Transitional	  
Additive	  	  L1	  +	  L2	  =	  L1	  +	  L2	   Maintenance	  
Prestigious	  
Immersion	  
Recursive	  
	  
Immersion	  revitalization	  
Developmental	  
Dynamic	  
	  
	  
	  
	  
Poly-­‐directional	  or	  two-­‐way	  (Dual	  language)	  
CLIL	  and	  CLIL-­‐type	  
Multiple	  multilingual	  
	  
Table	  3	  
The	  types	  of	  bilingual	  education	  programs	  also	  respond	  to	  the	  different	  types	  of	  children	  who	  
are	   educated.	   The	   table	   below	   summarizes	   the	   usual	   correspondence	   between	   type	   of	  
bilingual	  program	  and	  a	  child	  (García	  2009:132).	  
Type	  of	  children	   Type	  of	  Bilingual	  Education	  
	  
For	  powerless	  language-­‐minority	  children	  
For	  empowered	  language-­‐minority	  children	  
	  
For	  empowered	  language-­‐majority	  children	  
	  
For	  all	  –	  different	  language	  groups	  
	  
	  
Transitional	  
Maintenance	  
Immersion	  Revitalization	  
Prestigious	  
Immersion	  
Poly-­‐directional	  /	  two-­‐way	  (dual	  language)	  
CLIL	  and	  CLIL-­‐type	  
Multiple	  multilingual	  education	  
Table	  4	  
The	  different	  bilingual	  education	  types	  use	  languages	  differently.	  The	  Table	  below	  shows	  the	  
Initial	  Language	  Emphasis	  and	  Bilingual	  Education	  Types,	  where	  the	  abbreviation	  DL	  refers	  to	  
the	  dominant	  language	  and	  the	  ThL	  to	  the	  threatened	  language	  (García	  2009:132).	  
	  
Type	  of	  Bilingual	  Education	   Initial	  Language	  Emphasis	  
Monoglossic	  
Transitional	  
Maintenance	  
	  
L1	  
L1	  +	  L2	  
Prestigious	  
Immersion	  
	  
Heteroglossic	  
Immersion	  revitalization	  
Developmental	  
Poly-­‐directional	  /	  two-­‐way	  (Dual)	  
CLIL/CLIL-­‐type	  
Multiple	  multilingual	  
L1	  +	  L2	  
L2	  
	  
	  
ThL	  
ThL	  +	  DL	  
X(ThL)	  +	  Y	  (DL)	  
DL	  +	  X	  
X(ThL)	  +	  Y	  (D)	  
Table	  5	  
As	  shown	  above,	  in	  transitional	  bilingual	  education	  the	  initial	   language	  used	  is	   learner’s	  first	  
language,	  in	  immersion	  education	  it	  is	  the	  child’s	  second	  language.	  Whereas	  in	  maintenance	  
and	   prestigious	   bilingual	   education	   programs,	   the	   child’s	   language	   is	   used	   during	   the	   first	  
stage	   of	   learning,	   and	   the	   second	   language	   follows	   quickly.	   This	   indicates	   that	   the	   aims	   of	  
different	   forms	   of	   bilingual	   education	   can	   vary	   greatly	   (Edwards	   2010).	   The	   list	   below	  
presents	  examples	  of	  various	  aim	  of	  bilingual	  education	  (Ferguson	  1977,	   in	  Baker	  2011:207-­‐
208).	  
1. To	  assimilate	  individuals	  or	  groups	  into	  the	  mainstream	  of	  society;	  to	  socialize	  people	  for	  
full	  participation	  in	  the	  community.	  
2. To	   unify	   a	   multilingual	   society;	   to	   bring	   unity	   to	   a	   multi-­‐ethnic,	   multi-­‐tribal,	   or	   multi-­‐
national	  linguistically	  diverse	  state.	  
3. To	  enable	  people	  to	  communicate	  with	  the	  outside	  world.	  
4. To	  provide	  language	  skills	  which	  are	  marketable,	  aiding	  employment	  and	  status.	  
5. To	  preserve	  ethnic	  and	  religious	  identity.	  
6. To	  reconcile	  and	  mediate	  between	  different	  linguistic	  and	  political	  communities.	  
7. To	   spread	   the	   use	   of	   a	   colonial	   language,	   socializing	   an	   entire	   population	   to	   a	   colonial	  
existence.	  
8. To	  strengthen	  elite	  groups	  and	  preserve	  their	  privileged	  position	  in	  society.	  
9. To	  give	  equal	  status	  in	  law	  to	  languages	  of	  unequal	  status	  in	  daily	  life.	  
10. To	  deepen	  an	  understanding	  of	  language	  and	  culture.	  
However,	   Baker	   (2010)	   proposes	   that	   bilingual	   education	   has	   four	   major	   contemporary	  
perspectives.	   First	   one	   is	   language	   planning,	   or	   language	   management,	   which	   involves	  
planning	  in	  line	  with	  three	  aspects:	  status	  planning,	  corpus	  planning	  and	  acquisition	  planning.	  
Status	  planning	   is	  raising	  the	  status	  of	  a	   language	  within	  the	  society.	   It	   is	  political	  by	  nature	  
and	   found	   in	  many	   countries,	   such	   as	   Switzerland,	   Scotland,	   Spain	   or	   South	   Africa.	   Corpus	  
planning	   refers	   to	   modernizing	   terminology	   and	   standardization	   of	   grammar	   and	   spelling.	  
Some	   languages	   do	   it	   by	   increasing	   the	   number	   of	   ‘loan	   words’	   or	   using	   examples	   of	  
languages	   transformations	   from	   the	   Internet	   or	   magazines	   in	   order	   to	   standardize	   their	  
language.	   And	   acquisition	   planning	   is	   about	   creating	   language	   spread	   by	   increasing	   the	  
number	   of	   speakers	   and	   uses	   by	   interactions	   with	   parents,	   language	   schools,	   and	   so	   on.	  
Nevertheless,	  as	  Baker	  (2003)	  emphasizes,	  the	  foundation	  of	  language	  planning	  is	  acquisition	  
planning.	   The	   intergenerational	   transmission	   of	   a	   language	  by	  parents	  onto	   children	  and	  at	  
school.	   Below	   is	   a	   Table	   that	   provides	   an	   example	   of	   Language	   Planning	   in	   Wales	   (Baker	  
2011:52).	  	  	  	  	  
Language	  Planning:	  The	  Approach	  in	  Wales	  
ACQUISITION	  
1. Family	  Language	  Reproduction	  
2. Bilingual	  Education	  –	  pre-­‐school	  to	  university	  
3. Adult	  Language	  Learning	  
STATUS	  –	  societal	  
1. Institutionalization	  e.g.	  use	  in	  local	  and	  national	  government	  and	  organizations	  
2. Modernity	  e.g.	  use	  on	  television,	  internet	  
CORPUS	  
1. Linguistic	  Standardization	  (e.g.	  by	  dictionaries,	  school,	  TV)	  
2. Public	  Vernacular	  (Clear	  or	  Plain	  Welsh)	  
USAGE	  /	  OPPORTUNITY	  –	  individual	  
1. Economic,	  workplace	  –	  instrumental	  
2. Culture,	  leisure,	  sports,	  social,	  religious,	  social	  networks	  -­‐	  integrative	  
	  	  Table	  6	  
	  
Language	  planning	  has	  to	  impact	  on	  individuals’	  language	  life	  and	  be	  linked	  to	  a	  daily	  usage	  of	  
their	   minority	   language.	   It	   can	   be	   aimed	   at	   different	   groups	   of	   people,	   such	   as	   poets,	  
lexicographers,	  soldiers,	  with	  their	  interests	  in	  mind.	  Teachers	  are	  seen	  as	  language	  planners	  
as	   they	   deliver	   and	   implement	   bilingual	   education	   programs	   together	   with	   the	   political	  
decisions	  and	  processes.	  This	  issue	  is	  linked	  with	  the	  second	  major	  contemporary	  perspective	  
of	   bilingual	   education,	   named	   by	   Baker,	   which	   is	   politics.	   There	   are	   three	   main	   issues	  
concerning	   politicians,	   teachers,	   and	   planners.	   These	  were	   divided	   by	   Ruiz	   (1984,	   in	   Baker	  
2011:375)	   into	   the	   following	   groups:	   language	   as	   a	   problem,	   language	   as	   a	   right,	   and	  
language	  as	  a	  resource.	  Bilingual	  education	  and	   languages	   in	  society	  are	  often	  perceived	  as	  
causing	  complications,	  and	  personal	  and	  social	  problems	  as	  split-­‐identity,	  cultural	  dislocation,	  
low	   self-­‐esteem,	  or	   ‘schizoglossia’	  which	   is	   language	   anxiety,	   and	   is	   caused	  by	   the	   superior	  
feeling	  connected	  to	  one’s	  home	  language	  (Pavlenko	  2005).	  At	  a	  group	   level,	  bilingualism	   is	  
sometimes	   viewed	   as	   generating	   national	   or	   regional	   conflicts.	   Language	   is	   therefore	  
perceived	   as	   a	   political	   problem.	   Language	   as	   a	   human	   right	   presents	   a	   different	   view	   on	  
language.	  It	  states	  that	  everyone	  should	  have	  the	  right	  to	  choose	  the	  language	  and	  bilingual	  
education	  for	  himself,	  and	  be	  protected	  from	  discrimination.	  Language	  as	  a	  resource,	  on	  the	  
other	  hand,	  promotes	  the	  idea	  of	  language	  as	  a	  personal,	  community,	  and	  regional	  resource.	  
Bilingualism	  can	  be	  a	  resource	  in	  the	  cultural,	  intellectual,	  economic,	  and	  social	  sense.	  Second	  
language	  learning	   is	  more	  often	  now	  seen	  as	  a	  resource	  fostering	   international	  trade,	  world	  
influence,	  or	  even	  peace	  (Baker	  2011).	  However,	  at	  the	  same	  time,	  the	  languages	  favoured	  by	  
many	   European	   countries,	   with	   this	   purpose	   in	   mind,	   favour	   the	   more	   prestige	   languages	  
than	  the	  minority	  ones,	  which	  contradicts	  the	  idea	  of	  ‘language	  as	  a	  resource’	  a	  little.	  	  
The	  third	  one	  of	  the	  major	  contemporary	  perspectives	  is	  related	  to	  the	  economics	  and	  cost-­‐
efficiency.	   English,	   French,	   German,	   Japanese,	   Spanish	   have	   historically	   been	   regarded	   as	  
valuable	   in	  world	  economy	  and	   trade.	  However,	   as	   the	  world	   changes,	   and	  other	   countries	  
grow	   in	   power,	   so	   do	   languages	   used	   for	   trading	   purposes.	   World	   already	   recognizes	   the	  
importance	   of	   Chinese,	   Russian,	   or	   Hindi	   as	   more	   valuable	   than	   in	   the	   past.	   Therefore,	  
bilingualism	   can	  have	   economic	   impact	   and	   advantages	   for	   individuals	   but	   also	  business	   as	  
well.	  Another	  issue	  of	  bilingualism	  and	  global	  economy	  is	  being	  able	  to	  travel	  across	  countries	  
for	   work.	   This	   is	   however	   restricted	   to	   bilinguals	   whose	   language	   is	   understood	   in	   other	  
countries.	  Hence,	  it	  is	  not	  usually	  a	  minority	  language.	  	  
The	   last,	   forth	   perspective	   of	   bilingual	   education	   is	   described	   by	   Baker	   as	   pedagogy.	   He	  
envisages	  the	  relationship	  between	  language,	  culture,	  literacy	  and	  decisions	  made	  in	  regards	  
to	  the	  curriculum	  and	  support	  for	  teachers	  and	  parents,	  as	  crucial	  parts	  of	  effective	  bilingual	  
education.	  In	  view	  of	  the	  above,	  the	  last	  perspective	  on	  bilingual	  education	  is	  the	  closest	  and	  
most	  suitable	  for	  this	  study,	  which	  considers	  all	  the	  above	  mentioned	  aspects	  of	  multilingual	  
education	  as	  a	  whole	  and	  is	  placed	  in	  a	  European	  context.	  	  
2.5	  Language	  education	  policies	  
	  
The	   language	  education	  policies	  are	   introduced	   in	  Europe	  by	  two	  supra-­‐national	   institutions	  
in	  Europe,	  the	  Council	  of	  Europe	  based	  in	  Strasbourg,	  France,	  and	  the	  European	  Commission	  
based	  in	  Brussels,	  Belgium.	  The	  Council	  of	  Europe	  consists	  of	  forty-­‐eight	  member	  states,	  and	  
since	   1954	   has	   a	   Convention	   that	   provides	   a	   framework	   for	   developing	   international	   co-­‐
operation	  in	  the	  field	  of	  culture	  and	  education	  to	  support	   its	  values	  based	  on	  human	  rights,	  
democracy,	  and	  the	  rule	  of	  law.	  The	  Council	  of	  Europe’s	  actions	  cover	  two	  major	  orientations	  
promotion	   and	   improvement	   of	   language	   learning	   for	   all	   citizens,	   and	   support	   for	   all	  
languages	   within	   the	   member	   states.	   The	   policies	   at	   European	   level	   follow	   the	   principles	  
outlined	   in	   the	  Universal	   Declaration	   on	   Cultural	   Diversity	   adopted	   by	   the	   United	   Nations	  
Educational,	  Scientific,	  and	  Cultural	  Organisation	  (UNESCO)	   in	  2001	  and	  in	   its	  Convention	  on	  
the	   Protection	   and	   Promotion	   of	   the	  Diversity	   of	   Cultural	   Expressions	   adopted	   in	   2005.	   The	  
following	   extracts	   from	   official	   documents	   of	   the	   Council	   of	   Europe	   clearly	   show	   the	  
ideological	   basis	   of	   the	   language	   policy	   being	   promoted.	   The	   Council	   of	   Europe	   language	  
education	   policies	   aim	   to	   produce	   (www.coe.int/t/dg4/linguistic/default_en.asp,	   last	  
accessed	  09	  2012):	  
• Plurilingualism:	  all	  are	  entitled	  to	  develop	  a	  degree	  of	  communicative	  ability	  in	  a	  number	  
of	  languages	  over	  their	  first	  one	  in	  accordance	  with	  their	  needs;	  
• Linguistic	  diversity:	  Europe	  is	  multilingual	  and	  all	  its	  languages	  are	  equally	  valuable	  model	  
of	   communication	   and	   expressions	   of	   identity.	   The	   right	   to	   use	   and	   learn	   one’s	  
language(s)	  is	  protected	  in	  Council	  of	  Europe	  Conventions;	  
• Mutual	  understanding:	  the	  opportunity	  to	  learn	  other	  languages	  in	  an	  essential	  condition	  
for	  intercultural	  communication	  and	  acceptance	  of	  cultural	  differences;	  
• Democratic	   citizenship:	   participation	   in	   democratic	   and	   social	   processes	   in	   multilingual	  
societies	  is	  facilitated	  by	  the	  plurilingual	  competence	  of	  individuals;	  
• Social	   cohesion:	   equality	   of	   opportunity	   for	   personal	   development,	   education,	  
employment,	  mobility,	  access	  to	  information	  and	  cultural	  enrichment	  depends	  on	  access	  
to	  language	  learning	  throughout	  life.	  (Council	  of	  Europe	  2006:	  5)	  
The	  Council	  of	  Europe’s	  standard	  distinction	  between	  plurilingualism	  and	  multilingualism	  sees	  
plurilingualism	  as	  the	  ability	  to	  use	  more	  than	  one	  language,	  and	  accordingly	  sees	  languages	  
from	  the	  standpoint	  of	   speakers	  and	   learners.	  Multilingualism,	  on	   the	  other	  hand,	   refers	   to	  
the	  presence	  of	  several	  languages	  in	  a	  given	  geographical	  area,	  regardless	  of	  those	  who	  speak	  
them.	  In	  other	  words,	  the	  presence	  of	  two	  or	  more	  languages	  in	  an	  area	  does	  not	  necessarily	  
imply	   that	   people	   in	   that	   area	   can	   use	   several	   of	   them;	   some	  use	   only	   one	   (The	   Language	  
Policy	  Division	  GuideEPI	  2010:16).	  
A	  person’s	  plurilingual	  repertoire	  is	  of	  primary	  concern	  for	  the	  Council	  of	  Europe.	  Therefore,	  
the	  Language	  Policy	  Division	  of	  the	  Council	  of	  Europe	  proposes	  the	  concept	  of	  plurilingualism	  
as	  follows:	  
• the	   intrinsic	   capacity	   of	   all	   speakers	   to	   use	   and	   learn,	   alone	   or	   through	   teaching,	  more	  
than	  one	  language.	  The	  ability	  to	  use	  several	  languages	  to	  varying	  degrees	  and	  for	  distinct	  
purposes	   is	   defined	   in	   the	   Common	   European	   Framework	   of	   Reference	   for	   Languages	  
(p.168)	   as	   the	  ability	   “to	  use	   languages	   for	   the	  purposes	  of	   communication	  and	   to	   take	  
part	   in	   intercultural	  action,	  where	  a	  person,	  viewed	  as	  a	  social	  agent,	  has	  proficiency,	  of	  
varying	  degrees,	   in	   several	   languages	   and	  experience	  of	   several	   cultures”.	   This	   ability	   is	  
concretized	   in	   a	   repertoire	   of	   languages	   a	   speaker	   can	   use.	   The	   goal	   of	   teaching	   is	   to	  
develop	  this	  competence	  (hence	  the	  expression:	  plurilingualism	  as	  a	  competence).	  
	  
• an	  educational	  value	  that	  is	  the	  basis	  of	  linguistic	  tolerance:	  speakers’	  awareness	  of	  their	  
plurilingualism	  may	  lead	  them	  to	  give	  equal	  value	  to	  each	  of	  the	  varieties	  they	  themselves	  
and	  other	  speakers	  use,	  even	  if	  they	  do	  not	  have	  the	  same	  functions	  (private,	  professional	  
or	   official	   communication,	   language	   of	   affiliation,	   etc).	   But	   this	   awareness	   should	   be	  
assisted	  and	  structured	  by	  schools	  since	   it	   is	  no	  sense	  automatic	   (hence	  the	  expression:	  
plurilingualism	  as	  a	  value).	  
	  
Plurilingualism	   should	   be	   understood	   in	   this	   dual	   sense:	   it	   constitutes	   a	   conception	   of	   the	  
speaker	  as	   fundamentally	  plural	  and	  a	  value	   in	   that	   it	   is	   the	  basis	  of	   linguistic	   tolerance,	  an	  
essential	   element	   of	   intercultural	   education.	  Multilingualism	   refers	   here	   exclusively	   to	   the	  
presence	   of	   several	   languages	   in	   a	   given	   space,	   independently	   of	   those	  who	   use	   them,	   for	  
instance,	   the	   fact	   that	   two	   languages	   are	   present	   on	   a	   territory	   does	   not	   indicate	  whether	  
inhabitants	  know	  both	   languages	  or	  one	  only.	  Nonetheless,	  a	  certain	  number	  of	  people	  are	  
multilingual	   in	   the	  world.	  Some	  Swedish	  people	  are	   fluent	   in	  Swedish,	  German	  and	  English.	  
Many	  people	  in	  the	  world	  speak	  their	  regional	  language,	  an	  official	  language	  and	  /	  or	  another	  
international	   language.	   Such	  as	  people	   living	   in	  Catalonia,	  who	   speak	  Catalan,	   Spanish,	   and	  
English,	   or	   those	   from	   the	   Basque	   Country	   who	   can	   speak	   Basque,	   Spanish,	   and	   English.	  
Trilingual	  schooling	  examples	  can	  be	  found	  there	  (Cenoz	  2009).	  There	  are,	  however,	  very	  few	  
case	   studies	   of	   the	   development	   of	   trilingual	   or	  multilingual	   children.	   Nevertheless,	   Cenoz	  
confirms	   the	   advantages	   of	   bilinguals	   over	   monolinguals	   in	   third	   language	   learning,	   which	  
seems	   to	   be	   due	   to	   a	   wider	   linguistic	   repertoire,	   enhanced	   learning	   strategies,	   cognitive	  
flexibility,	  metalinguistic	   awareness,	   and	   the	  development	  of	   improved	   linguistic	  processing	  
strategies.	  ‘Competent	  language	  use	  plays	  an	  essential	  role	  in	  all	  forms	  of	  life	  and,	  specifically,	  
in	   all	   forms	   of	   education.	   It	   involves	   more	   than	   just	   a	   command	   of	   linguistic	   means	   of	  
communication.	  Language	  is	  a	  tool	  for	  acquiring	  and	  transferring	  knowledge.	  It	  is	  perhaps	  the	  
most	   important	   aspect	   of	   the	   development	   of	   human	   beings,	   both	   as	   individuals	   and	   as	  
members	  of	  society.	  Language	  helps	  us	  to	  understand	  and	  make	  sense	  of	  reality,	  while	  being	  
a	  vehicle	  for	  creativity.’	  (European	  Centre	  for	  Modern	  Languages,	  2012:5)	  Therefore,	  in	  order	  
to	   accomplish	   plurilingualism,	   an	   established	   model	   of	   plurilingual	   education	   is	   promoted.	  
This	  type	  of	  education	  should	  involve	  (García	  2009):	  
• an	  awareness	  of	  why	  and	  how	  one	  learns	  the	  languages	  one	  has	  chosen;	  
• an	  awareness	  of	  and	  the	  ability	  to	  use	  transferable	  skills	  in	  language	  learning;	  
• a	   respect	   of	   the	   plurilingualism	   of	   others	   and	   the	   value	   of	   languages	   and	   varieties	  
irrespective	  of	  their	  perceived	  status	  in	  society;	  
• a	  respect	  for	  the	  cultures	  embodied	  in	  languages	  and	  the	  cultural	  identities	  of	  others;	  
• an	  ability	   to	  perceive	  and	  mediate	   the	  relationships	  which	  exist	  between	   languages	  and	  
cultures;	  
• a	  global	  integrated	  approach	  to	  language	  education	  in	  the	  curriculum	  (Council	  of	  Europe,	  
2006:5).	  
The	   school	   here	   is	   given	   a	   primary	   role	   in	   the	   development	   of	  plurilingualism	  as	   a	   positive	  
value,	  which	   also	   emphasizes	   having	   citizens	   who	   are	   tolerant	   towards	   speakers	   of	   other	  
languages.	   It	   reflects	   the	  current	  “Copernican	   revolution”	   in	   language	   teaching	   in	   the	  sense	  
that	  it	  centres	  on	  learners	  and	  on	  developing	  their	  individual	  plurilingual	  repertoire,	  and	  not	  
on	   the	   specific	   languages	   they	   are	   supposed	   to	   acquire	   (Language	   Policy	   Division	   GuideEPI	  
2010:16).	   However,	   this	   approach	   would	   be	   incomplete	   without	   the	   pluricultural	   and	  
intercultural	   dimension,	   which	   puts	   cultural	   awareness	   among	   one	   of	   the	   main	   aims	   of	  
educating	   learners	   in	   building	   intercultural	   sensitivity,	   and	   diminishing	   national,	   ethnic	   and	  
language	   stereotypes.	   Understanding	   of	   the	   distinctiveness	   of	   cultures,	   and	   tolerance	  
towards	   cultural	   diversity	   is	   described	   in	   literature	   as	  multicultural	   awareness.	   Bilingualism	  
allows	   individuals	   to	   become	   aware	   of	   cultural	   diversities,	   as	   well	   as	   to	   create	   their	   own	  
hybrid	  culture	  that	  enables	  them	  to	  negotiate	  both	  cultural	  systems	  (García	  2009).	  This	  view	  
is	  consistent	  with	  the	  concept	  of	  transculturation	  created	  by	  Cuban	  anthropologist	  Fernando	  
Ortiz	   (1940).	  Transculturation	  encloses	  more	  than	  transition	   from	  one	  culture	  to	  another.	   It	  
does	  not	  comprise	  of	  acquiring	  another	  culture	  (acculturation)	  or	  of	  losing	  a	  previous	  culture	  
(deculturation).	  Rather,	   it	   fuses	   the	  above	   concepts	   and	   carries	   the	   idea	  of	   the	   subsequent	  
creation	   of	   new	   cultural	   phenomena	   (neoculturation)	   (Ortiz	   1995).	   The	   Common	   European	  
Framework	   of	   Reference	   (CEFR)	   defines	   one’s	   linguistic	   and	   cultural	   repertoire	   as	   all	   the	  
resources	  acquired	  in	  each	  of	  the	  languages	  known	  or	  used	  and	  the	  cultures	  attached	  to	  them	  
(Language	  Policy	  Division	  GuideEPI	  2010:16).	  
	  
• the	  majority	   or	   official	   language(s)	   of	   schooling	   and	   the	   cultures	   transmitted	   in	   a	   given	  
educational	  context;	  
• regional	  and	  minority	  or	  migration	  languages	  and	  the	  corresponding	  cultures;	  
• modern	  or	  classical	  languages	  and	  the	  cultures	  taught	  with	  them.	  
	  
Learning	   and	   thinking	   have	   always	   been	   situated	   in	   a	   cultural	   setting	   (Bruner	   1990).	   As	   a	  
consequence,	   culture	  of	   education	   shapes	   the	  minds	  of	   individuals	   having	   consequences	   in	  
their	   later	   lives.	   School	   age	   children	   create	  meanings	   from	  school	  experience	   that	   they	   can	  
relate	  to	  their	  lives	  in	  a	  given	  culture.	  Meaning	  making	  involves	  situating	  encounters	  with	  the	  
world	   in	  their	  appropriate	  cultural	  contexts	   in	  order	  to	  know	  ‘’what	  they	  are	  about’’	  (Bruner	  
1990).	  Meanings	  equip	  children	  with	   tools	   for	  organizing	  and	  understanding	   their	  worlds	   in	  
communicable	  ways.	   If	  a	  system	  of	  education	  will	  not	  help	  them	  in	  the	  search	  for	  meaning,	  
then	  they	  will	  struggle	  to	  find	  an	  identity	  within	  that	  culture.	  	  
The	  plurilingual	  and	   intercultural	   competence	  can	  be	   specified	  as	   the	  capability	   to	  organize	  
the	  plural	  repertoire	  of	  linguistic	  and	  cultural	  resources,	  according	  to	  circumstances,	  and	  for	  
purposes	  of	  communication,	  interacting	  with	  others,	  and	  also	  expanding	  the	  repertoire	  itself.	  
The	  resources	  in	  this	  repertoire,	  are	  treated	  as	  a	  whole	  by	  the	  CEFR,	  and	  gained	  from	  various	  
sources	  (family,	  out-­‐of-­‐school,	  school,	  etc.).	  They	  are	  acquired	  informally	  (often	  implicitly)	  or	  
formally	   (usually	   explicitly)	   in	   the	   socialisation	   and	   schooling	   process	   (Language	   Policy	  
Division	  GuideEPI2010_en	  2010:18).	   	   It	   is	  a	  great	  value	  to	  have	   learners	  who	  will	  be	  able	  to	  
master	  two	  or	  more	  languages	  in	  educational	  contexts.	  In	  1998,	  Recommendation	  No.	  R	  (98)	  
6	   was	   passed,	   referring	   to	   plurilingual	   education.	   It	   urged	   member	   states	   to	   promote	  
plurilingualism	  by	  (García	  2009):	  
• encouraging	  all	  Europeans	  to	  achieve	  a	  degree	  of	  communicative	  ability	   in	  a	  number	  of	  
languages,	  
• diversifying	  the	  languages	  on	  offer	  and	  setting	  objectives	  appropriate	  to	  each	  language,	  
• encouraging	   teaching	   approaches	   at	   all	   levels	   that	   use	   a	   flexible	   approach	   –	   including	  
modular	  courses	  and	  those	  which	  aim	  to	  develop	  partial	  competences	  –	  and	  giving	  them	  
appropriate	   recognition	   in	   national	   qualification	   systems,	   in	   particular	   public	  
examinations,	  
• encouraging	   the	  use	  of	   foreign	   languages	   in	   the	   teaching	  of	  non-­‐linguistic	   subjects	   (i.e.	  
history,	  geography,	  mathematics)	  and	  creating	  favourable	  conditions	  for	  such	  learning,	  
• supporting	   the	   application	   of	   communication	   and	   information	   technologies	   to	  
disseminate	  teaching	  and	  learning	  materials	  for	  all	  national	  and	  regional	  languages,	  
• supporting	   the	  development	  of	   links	  and	  exchanges	  with	   institutions	  and	  persons	  at	  all	  
levels	   of	   education	   in	   other	   countries	   so	   as	   to	   offer	   to	   all	   the	   possibility	   of	   authentic	  
experience	  of	  the	  language	  and	  culture	  of	  others,	  
• facilitating	   lifelong	   learning	   through	   the	   provision	   of	   appropriate	   resources	   (Council	   of	  
Europe	  2006:9).	  
The	  social	  and	  political	  educational	  context	  is	  as	  important	  in	  the	  discussion	  on	  bilingualism	  as	  
are	   the	  psychological	   and	   linguistic	   views.	  Both	  are	  known	  as	   the	   intervening	   factors	  which	  
can	  maximize	   or	  minimize	   cognitive	   and	   social	   development.	   The	   social	   intervening	   factors	  
are	   the	   socioeconomic	   status,	   dominance	   and	  power	   in	   society,	   ethnicity,	   race,	   nationality,	  
gender,	  identity,	  and	  age.	  The	  linguistic	  ones	  are	  described	  as	  thresholds	  of	  bilingualism	  and	  
linguistic	   hierarchies.	   Families’	   socioeconomic	   status	   is	   directly	   linked	   with	   children’s	  
opportunities	  and	  access	  of	  well-­‐equipped	  schools	  and	  excellent	  teachers.	  Poor	  families	  also	  
cannot	  afford	  additional	  resources	  or	  extra-­‐curricular	  classes	  to	  support	  children’s	  education	  
outside	  of	  school.	  Children’s	  ethnicity	  is	  then	  a	  construction	  of	  their	  socialization	  in	  the	  world,	  
their	   way	   of	   living	   and	   being	   in	   the	   world,	   which	   is	   reflected	   in	   their	   language	   practices	  
(García	  2009).	  Bilingual	  children	  who	  are	  victims	  of	  racialization	  often	  do	  not	  admit	  that	  they	  
speak	   their	   home	   language,	   and	   try	   to	   communicate	   only	   in	   the	   dominant	   one.	   Their	  
bilingualism	  becomes	  subtractive	  then.	  Another	  of	  the	  social	  intervening	  factors	  is	  gender.	  In	  
the	   past	   girls	   most	   certainly	   had	   fewer	   opportunities	   than	   boys	   to	   engage	   in	   bilingual	  
practices,	  especially	  in	  the	  Muslim	  world.	  This	  however	  is	  no	  longer	  the	  fact.	  Also	  in	  bilingual	  
additive	  programs	   in	  Central	  Europe,	   there	  are	  more	  girls	   than	  boys	   (García	  2009).	  The	   last	  
factor	  is	  identity.	  Language	  cannot	  be	  treated	  only	  as	  means	  for	  communication,	  it	  is	  also	  an	  
instrument	  of	  identity	  negotiation	  (Heller	  1987).	  When	  it	  comes	  to	  the	  linguistic	  factors,	  the	  
threshold	   of	   bilingualism,	   already	  mentioned	   above,	   helps	   us	   determine	   the	   cognitive	   and	  
social	   advantages	  of	   the	   child’s	   bilingualism.	   The	   last	   factor,	   language	  hierarchies,	   refers	   to	  
the	   fact	   that	   we	   are	   likely	   to	   learn	   more	   easily	   the	   language	   with	   a	   higher	   prestige.	   Also	  
speakers	  with	  high	  prestige	   language,	   as	   an	   L1,	   have	   lesser	  motivation	   to	  become	  bilingual	  
than	  those	  who	  speak	  a	  low	  prestige	  one.	  The	  same	  applies	  to	  the	  minority	  languages,	  as	  they	  
are	   also	   treated	   as	   an	   instrument	   of	   identity	   negotiation	   and	   for	   many	   reasons	   speakers	  
might	   choose	   to	   use	   them	   or	   not.	   There	   is	   a	   European	   Charter	   for	   Regional	   or	   Minority	  
Languages,	   produced	   by	   the	   Council	   of	   Europe	   in	   1993,	   protecting	   the	  minority	   languages,	  
and	   providing	   support	   to	   various	   linguistic	   communities.	   Additionally,	   the	   European	  
Commission	  has	  developed	  The	  Action	  Plan,	   in	  2003,	  which	  emphasizes	   the	  encouragement	  
of	   language-­‐learning	   for	   all	   citizens,	   and	   the	   formulation	   of	   clear	   objectives	   for	   language	  
teaching	  at	  all	  stages	  of	  education.	  Primary	  prominence	  was	  placed	  on	  (García	  2009):	  
• the	  promotion	  of	  the	  mother	  tongue	  and	  two	  other	  languages	  for	  all	  citizens	  (MT+2),	  as	  it	  
is	  not	  the	   intentions	  of	  the	  European	  Union	  to	  promote	  a	  single	   lingua	  franca.	   ‘Learning	  
one	  lingua	  franca	  alone	  is	  not	  enough.’	  (European	  Commission	  2003:10).	  
• the	  promotion	  of	  linguistic	  diversity	  across	  Europe;	  
• the	  extension	  of	  different	  forms	  of	  bilingual	  education	  for	  a	  wide-­‐ranging	  public.	  
The	   aims	   of	   plurilingual	   and	   intercultural	   education,	   which	   the	   Council	   of	   Europe	   is	  
recommending	  to	  its	  member	  states	  as	  a	  response	  to	  the	  increasingly	  plural	  character	  of	  their	  
societies,	  have	  been	  detailed	  in	  many	  of	  its	  texts	  (www.coe.int/lang).	  Such	  education	  should	  
be	   seen	   in	   relation	   to	   the	   right	   of	   every	   individual	   to	   high-­‐quality	   education,	   whose	   main	  
features	  include	  the	  acquisition	  of	  competences,	  knowledge,	  dispositions	  and	  attitudes	  based	  
on	  a	  range	  of	  different	  learning	  experiences,	  and	  on	  construction	  of	  individual	  and	  collective	  
cultural	  identities.	  These	  various	  elements	  contribute	  to	  pupil	  success	  at	  school	  and	  make	  for	  
equal	   opportunity.	   They	   foster	   inclusion	   and	   social	   cohesion,	   pave	   the	  way	   for	   democratic	  
citizenship	  and	  help	  to	  promote	  a	  knowledge-­‐based	  society.	  
The	  main	  technical	  characteristics	  of	  a	  curriculum	  designed	  to	  do	  this	  are	  (Council	  of	  Europe,	  
Sept.	  2010):	  
-­‐ the	   attention	   paid	   to	   the	   rights,	   and	   not	   only	   the	   duties	   and	   responsibilities,	   of	   learners	   –	  
particularly	  learners	  with	  underprivileged	  backgrounds	  or	  learning	  problems;	  
-­‐ the	  aim,	  common	  to	  all	  school	  subjects,	  of	  producing	  critical	  adults	  who	  are	  unreservedly	  open	  
to	   otherness:	   contact	   with	   languages	   and	   discourse	   genres	   in	   schools	   must	   not	   only	   give	  
learners	   the	   competences	   they	  need	   to	   live	   in	   the	   community;	   it	  must	  also	   show	   them	  how	  
these	   languages	   and	   genres	   convey	   and	   shape	   ideas,	   opinions,	   information	   and	   knowledge,	  
and	   give	   them	   a	   clear	   picture	   of	   their	   workings,	   origins,	   diversity,	   variability	   and	   creative	  
potential;	  this	  is	  thus	  both	  a	  form	  and	  condition	  of	  personal	  development;	  
-­‐ definition	  of	  content	  in	  terms	  not	  only	  of	  knowledge	  or	  competences,	  but	  also	  of	  the	  learning	  
experiences	  which	  learners	  are	  entitled	  to	  expect	  that	  schools	  will	  give	  them.	  In	  particular,	  it	  is	  
important	   to	   ensure	   that	   language	   teaching	   is	   not	   restricted	   to	   functional	   and	   practical	  
competences,	   even	   though	   these	   are	   genuinely	   needed,	   and	   may	   seem	   to	   have	   priority	   in	  
certain	   contexts.	   Learners	   are	   entitled	   to	   experience	   the	   playful	   and	   aesthetic	   sides	   of	  
language	   too	   (4.3.5),	   and	   also	   the	   diversity	   of	   the	   world’s	   languages:	   they	   must	   not	   be	  
confined	  to	  learning	  just	  one	  foreign	  language,	  or	  only	  those	  discourse	  genres	  valued	  for	  their	  
presumed	  social	  and	  occupational	  utility;	  
-­‐ integration,	   convergence	   or	   transversal	   organisation	   of	   foreign	   language	   teaching	   -­‐	   an	  
approach	  applying	  between	  foreign	  languages	  themselves,	  and	  between	  foreign	  languages	  and	  
the	  majority	  language	  of	  schooling,	  regional/minority	  and	  possibly	  migration	  languages	  taught	  
in	  the	  school,	  and	  other	  subjects,	  the	  links	  in	  each	  case	  being	  tailored	  to	  the	  subjects	  linked,	  in	  
such	  a	  way	  that	  the	  curriculum	  covers	  the	  entire	  language	  repertoire	  concerned;	  
-­‐ special	   attention	   to	   the	   linguistic	   dimensions	   of	   non-­‐language	   subjects,	   giving	   learners	   the	  
language	   resources	   they	   need	   to	   succeed	   in	   their	   studies	   and	   are	   –	   therefore	   –	   entitled	   to	  
expect	  schools	  to	  give	  them;	  
-­‐ the	   central	   emphasis	   on	   autonomisation	   of	   language	   learning,	   paving	   the	   way	   for	   future	  
learning	  processes;	  
-­‐ forms	  of	  evaluation	  consistent	  with	  the	  aims	  of	  education	  and	  with	  development	  of	  learners’	  
autonomy;	  
-­‐ the	  importance	  attached	  in	  teacher	  training	  to	  this	  approach	  and	  its	  implications	  for	  classroom	  
activities.	  
	  
The	   characteristics	  of	   a	  plurilingual	   and	   intercultural	   curriculum	  derive	   from	   the	  values	  and	  
principles	  on	  which	   this	   vision	  of	   education	   is	   based.	   They	   can	  be	   seen	   in	   terms	  of	   specific	  
achievements.	  For	  example,	  such	  a	  curriculum	  may/must	  enable	  learners	  to:	  
-­‐ expand	  and	  maintain	  their	  language	  repertoires;	  
-­‐ instruct	  themselves	  in	  their	  primary	  language	  (language	  of	  the	  home);	  
-­‐ learn	   a	   regional,	   minority	   or	   migration	   language,	   if	   this	   is	   what	   they	   and/or	   their	   parents	  
desire;	  
-­‐ acquire	   the	   language	   competences	   needed	   for	   life	   in	   the	   community	   (particularly	   written	  
production	  and	  reception	  competences);	  
-­‐ grasp	  the	  creative	  potential	  of	  all	  languages,	  which	  generates	  new	  forms	  and	  opens	  a	  door	  to	  
the	  world	  of	  the	  imagination;	  
-­‐ learn	   the	   language	   and	   discourse	   genres	   which	   are	   specific	   to	   social	   usage	   and	   particularly	  
other	  subjects,	  and	  which	  are	  needed	  to	  succeed	  at	  school.	  
	  
Plurilingual	  and	  intercultural	  education	  can	  be	  promoted	  by	  curricular	  action	  on	  various	  levels	  
definition	  of	  goals,	  aims	  and	  competences	  to	  be	  acquired,	  content	  and	  activities,	  evaluation	  
methods,	  tested	  and	  adopted	  approaches	  and	  methods,	  teaching	  aids,	  and	  training	  priorities	  
for	   teachers	   and,	   with	   a	   view	   to	   the	   need	   for	   co-­‐operation	   within	   teaching	   teams,	   school	  
principals.	  	  
	  
Specifically,	  this	  will	  involve:	  
-­‐ promoting	   co-­‐ordination	   of	   lessons,	  with	   a	   view	   to	   greater	   coherence	   and	   synergy	   between	  
the	  learning	  of	  foreign,	  regional,	  minority	  and	  classical	  languages,	  the	  language(s)	  of	  schooling,	  
and	  also	  the	  language	  dimension	  of	  all	  subjects;	  
-­‐ identifying	   the	   intercultural	   competences	   appropriate	   to	   any	   course	   of	   study,	   promoting	  
awareness	  of	  them	  and	  working	  to	  integrate	  them	  within	  the	  learning	  process;	  
-­‐ encouraging	   learners	   to	   think	   more	   about	   the	   components	   of	   their	   plurilingual	   repertoire,	  
their	  intercultural	  competences,	  the	  ways	  in	  which	  languages	  and	  cultures	  work,	  and	  the	  best	  
ways	  of	  profiting	  from	  their	  personal	  or	  collective	  experience	  of	  using	  and	  learning	  languages.	  
	  
Attempting	  to	  give	  plurilingual	  and	  intercultural	  education	  its	  rightful	  place	  in	  the	  curriculum	  
may	  mean	  changing	  it	  radically.	  However,	  the	  changes	  will	  not	  necessarily	  mark	  a	  total	  break	  
with	   the	   goals	   pursued	   by	   education	   systems	   or	   schools	   in	   their	   former	   curricula.	   On	   the	  
contrary,	   the	   changes	  will	   be	  based	  on	  existing	   curricula,	   and	   these	  will	   determine	  how	   far	  
they	  can	   -­‐	  and	  cannot	   -­‐	  go.	   In	   return,	   the	  changes	  will	  help	  curricula	   to	  cover	  all	  aspects	  of	  
schooling	  more	  fully	  -­‐	  on	  which	  their	  effectiveness	  depends.	  
Making	   teaching	   more	   effective	   may	   be	   the	   main	   purpose	   of	   bringing	   plurilingual	   and	  
intercultural	   education	   into	   the	   curriculum.	   The	   focus	   may	   be	   on	   subject	   and	   life-­‐long	  
learning,	  or	  on	  ways	  in	  which	  subject	  teaching	  can	  help	  the	  most	  vulnerable	  pupils	  to	  succeed	  
at	  school,	  and	  contribute	  to	  social	  coherence	   in	  general	  (Council	  of	  Europe,	  Language	  Policy	  
Division,	  Sept.	  2010,	  1.3.3).	  
	  
In	  the	  case	  of	  linguistic	  and	  intercultural	  competences,	  the	  following	  measures	  can	  make	  the	  
existing	   system	   more	   effective	   (Council	   of	   Europe,	   Language	   Policy	   Division,	   Sept.	   2010,	  
1.3.3):	  
	  
Increased	   coherence	   between	  
contents,	   methods	   and	  
terminologies	  
	  
The	  various	  language	  courses	  on	  the	  curriculum,	  and	  particularly	  
their	  methods	  and	  terminologies,	  can	  be	  made	  more	  cohesive.	  A	  
consistent,	   cross-­‐the-­‐board	   approach	   to	   language	   content,	  
supervised	   acquisition	   of	   learning	   strategies	   and	   tackling	   of	  
communication	   tasks	   obviously	   does	   much	   to	   save	   time	   and	  
resources.	   It	   also	   helps	   learners	   to	   understand	   and	   master	  
content,	   strategies	   and	   tasks	   more	   easily,	   showing	   them	   that	  
content	  or	  techniques	  used	  in	  one	  learning	  situation	  can	  also	  be	  
used	  in	  others,	  or	  differently	  -­‐	  and	  also	  the	  extent	  to	  which	  this	  
is	   possible.	   Obviously,	   awareness	   of	   specifics	   is	   inseparably	   a	  
part	  of	  this	  teaching	  approach.	  
Following	  the	  longstanding	  tradition	  of	  project	  based	  pedagogy,	  
for	   example,	   is	   one	   way	   of	   achieving	   such	   coherence.	   That	  
approach	   involves	   deliberate	   use	   on	   cross-­‐disciplinary	   projects	  
of	   competences	   already	   acquired	   in	   one	   or	   more	   subjects,	   or	  
direct,	   simultaneous	   study	  of	   several	   subjects,	   the	   aim	   in	   both	  
cases	  being	  to	  promote	  learner	  autonomy.	  
	  
Identifying	   bridges	   and	  
organising	  learning	  paths	  
	  
The	  first	  stage	  in	  improving	  coherence	  is	  to	  look	  at	  content	  and	  
methods	  in	  the	  various	  subjects	  and	  in	  the	  languages	  taught	  (or	  
used),	   with	   a	   view	   to	   identifying	   all	   the	   possible	   bridges,	  
harmonising	  the	  contributions	  of	  each,	  and	  scheduling	  lessons	  in	  
a	   way	  which	   ensures	   that	   teaching	   is	   cohesive,	   both	   vertically	  
and	  horizontally	  
	  
Highlighting	   the	   language	  
components	   common	   to	   the	  
various	  learning	  processes	  
	  
Effectiveness	  can	  also	  be	  measured	  by	  highlighting	  the	  language	  
components	   of	   comprehension	   and	   expression	   activities	   in	   all	  
the	   subjects	   taught,	   cognitive	   operations	   with	   a	   language	  
dimension	  (identifying,	  locating,	  recounting,	  describing,	  arguing,	  
etc.)	   and	   the	   discourse	   genres	   used	   in	   the	   work	   required	   of	  
pupils.	  The	  aim	  here	  is	  to	  see	  whether	  any	  of	  these	  components	  
are	   obstacles	   which	   need	   removing	   for	   all	   pupils	   to	   succeed.	  
Ways	   of	   dealing	   with	   them	   can	   then	   be	   co-­‐ordinated	   among	  
teachers,	  and	  considered	  by	  pupils	  when	  they	  think	  about	  their	  
learning	  processes.	  This	  can	  apply	  to	  widely	  different	  activities,	  
e.g.	   describing	   an	   experiment	   in	   science	   class,	   speaking	   in	   a	  
debate	  in	  history	  class,	  describing	  a	  picture	  in	  art	  class,	  etc.	  	  
	  
Promoting	  awareness	  of	  possible	  
transfers	  
	  
Every	  opportunity	  of	  encouraging	  pupils	   to	  use	  knowledge	  and	  
competences	   acquired	   in	   languages	   they	   are	   taught	   or	   know	  
must	  be	  seized,	  with	  a	  view	  to	  revealing	  points	  of	  convergence,	  
helping	  them	  to	  understand	  how	  languages	  work,	  and	  managing	  
development	  of	  their	  plurilingual	  repertoires	  to	  optimum	  effect.	  
	  
Linking	   subject-­‐specific	  
knowledge	  and	  competences,	  for	  
the	   purpose	   of	   developing	  
intercultural	  competence	  
	  
Linking	   cultural	   and	   intercultural	   knowledge	   and	   competences	  
derived	   from	   the	   study	  of	   various	   language	  and	  other	   subjects	  
helps	  learners	  to	  build	  up	  a	  system	  of	  (inter)cultural	  references	  
which	   they	   can	  mobilise	   in	   dealing	   responsibly	   and	   effectively	  
with	   later	   intercultural	   encounters,	   both	   direct	   (exchanges,	  
meetings,	  etc.)	  and	  indirect	  (media,	  books,	  films,	  etc.).	  
	  
Clearly,	  this	  is	  an	  area	  where	  decisions,	  initiatives	  and	  recommendations	  do	  not	  all	  emanate	  
from	   the	   same	   decision-­‐making	   levels,	   and	   cannot	   all	   take	   the	   same	   form.	   They	   are	  most	  
effective	  when	   a	  maximum	   number	   of	   these	   components	   are	   implemented.	   However,	   any	  
initiative	   in	   one	   of	   these	   directions	   is	   a	   positive	   step	   towards	   plurilingual	   and	   intercultural	  
education.	  	  
According	  to	  the	  Council	  of	  Europe,	  there	  are	  two	  approaches	  of	  bringing	  the	  plurilingual	  and	  
multicultural	   education	   into	   the	   curriculum.	   First,	   is	   gearing	   the	   curriculum	   to	   increased	  
synergy	  between	  modern	  and	  classical	   language	  teaching.	  Second,	  refers	   to	  plurilingual	  and	  
intercultural	  education	  as	  an	  explicit	  aim	  in	  the	  curriculum.	  	  
First	  approach	  to	   integration:	  gearing	  the	  curriculum	  to	   increased	  synergy	  between	  modern	  
and	   classical	   language	   teaching	   (Council	   of	   Europe,	   Language	   Policy	   Division,	   Sept.	   2010,	  
1.3.3):	  
	  
In	   addition	   to	   the	   language	   of	   schooling,	   several	   other	   languages	   are	   frequently	   taught	   as	  
compulsory	   or	   optional	   subjects.	   Usually,	   the	   content	   and	   aims	   of	   these	   various	   language	  
courses	  are	  defined	  without	  reference	  to	  one	  another.	  The	  aims	  cover	  acquisition	  of	  cultural	  
knowledge	  and	  the	  ability	  to	  communicate	  in	  each	  of	  these	  languages	  -­‐	  an	  ability	  defined,	  in	  
the	  case	  of	  modern	  languages,	  with	  the	  help	  of	  the	  reference	  levels	  specified	  in	  the	  Common	  
European	  Framework	  of	  Reference	  for	  Languages.	  	  
	  
To	  co-­‐ordinate	  the	  teaching	  of	  different	  languages,	  initiatives	  or	  decisions	  must	  be	  taken:	  
-­‐ on	   lesson	   content	   and	   the	   language	   and	   (inter)cultural	   competences	   aimed	   at	   in	   each	  
language,	   for	   the	   purpose	   of	   promoting	   horizontal	   coherence,	   and	   enabling	   learners	   to	  
transfer	  cross-­‐disciplinary	  competences	  from	  one	  course/learning	  process	  to	  another;	  
-­‐ encouraging	   teachers	   of	   different	   languages	   to	   co-­‐ordinate	   aims	   for	   the	   same	   pupils	   at	  
different	   stages	   in	   the	   course,	   the	   phasing	   of	   competences-­‐acquisition,	   teaching	   methods,	  
lesson	  content,	  classroom	  aids,	  and	  ways	  of	  assessing	  progress.	  
	  
A	  cohesive	  and	  efficient	  approach	  to	  the	  teaching	  of	  different	  languages	  requires:	  
-­‐ that	   the	   learning	  aims	  embodied	   in	   the	   language	  profile	  be	  defined,	  not	   separately	   for	  each	  
language,	  but	  with	  a	  view	  to	  complementarity	  of	  the	  acquired	  competences	  in	  the	  individual’s	  
plurilingual	   repertoire.	   The	   various	   language	   courses	   will	   thus	   set	   out	   to	   give	   learners	   the	  
ability	   to	   communicate	   in	   several	   foreign	   languages,	   at	   levels	   of	   proficiency	  which	  may	   vary	  
with	  the	  language	  varieties	  concerned,	  their	  proximity	  to	  languages	  which	  pupils	  already	  know	  
or	   are	   learning,	   pupil	   characteristics	   (age,	   number	   of	   languages	   already	   known	   or	   learned,	  
specific	  needs,	  etc.)	  and	   teaching	  situation	   (length	  and	  number	  of	   lessons,	   scope	   for	  contact	  
with/use	  of	  the	  language	  outside	  language	  lessons,	  etc.).	  For	  certain	  types	  of	  language,	  partial	  
competences	  (e.g.	  comprehension)	  may	  also	  be	  the	  goal;	  
-­‐ that	  teachers	  be	  encouraged	  to	  draw	  explicitly	  on	  linguistic	  and	  (inter)cultural	  knowledge	  and	  
competences	   which	   learners	   have	   acquired	   from	   learning	   one	   language	   in	   teaching	   them	   a	  
second,	  thus	  reinforcing	  that	  knowledge	  and	  those	  competences	  in	  both;	  
-­‐ that	   use	   be	   made	   of	   aids	   and	   materials	   specifically	   designed	   to	   foster	   this	   coherence,	   e.g.	  
which	   use	   at	   least	   partially	   shared	   grammatical	   terminology,	   or	   which	   foster	   linguistic	   and	  
cultural	  linkage,	  and	  the	  conscious	  transfer	  of	  multi-­‐purpose	  competences;	  
-­‐ that	  action	  be	  taken	  to	  increase	  pupils’	  autonomous	  learning	  abilities	  and	  make	  them	  aware	  of	  
the	   various	   resources	   in	   their	   own	   repertoires.	   This	   can	   be	   done,	   for	   example,	   by	   using	   the	  
European	   Language	   Portfolio	   and/or	   the	   Autobiography	   of	   Intercultural	   Encounters,	   or	  
adopting	  similar	  approaches	  in	  studying	  the	  language	  of	  schooling	  or	  other	  subjects;	  
-­‐ that	   co-­‐operation	   between	   teachers	   goes	   further	   than	   the	   simple	   co-­‐ordination	   referred	   to	  
above	  in	  opening	  the	  way	  to	  joint	  planning	  of	  progress	  and	  approaches	  in	  the	  light	  of	  learner	  
profiles,	   and	   to	   harmonisation	   of	   assessment	   practices,	   acquired	   mediation	   competences	  
being	  taken	  into	  account	  throughout.	  
	  
These	   two	  approaches	  are	  different,	  but	  have	   the	   same	   starting	  point,	   and	  neither	  departs	  
from	  the	  aim	  of	  developing	  competences	  and	  acquiring	  knowledge	   in	  the	  various	   languages	  
and	   cultures	   taught.	   Both	   can	   be	   used	   in	   parallel,	   allowing	   teachers	   to	   adopt	   the	   one	   best	  
suited	   to	   their	   own	   training	   and	   preference,	   and	   to	   the	   scope	   for	   co-­‐ordination	   and	   co-­‐
operation	  which	  exists	  within	  their	   teaching	  team.	  The	  main	  difference	  between	  the	  two	   is,	  
perhaps,	   that	   the	   first	   focuses	  on	  making	   teaching	  more	  effective,	  while	   the	   second	  adds	  a	  
clear	  educational	  objective.	  
	  
Second	  approach	  to	  integration:	  plurilingual	  and	  intercultural	  education	  as	  explicit	  aim	  in	  the	  
curriculum	  (Council	  of	  Europe,	  Language	  Policy	  Division,	  Sept.	  2010,	  1.3.3):	  
	  
The	  aim	  of	  inclusive	  education	  for	  all	  children	  can	  be	  furthered	  by	  making	  the	  most	  of	  all	  their	  
competences	  and	  creating	  the	  conditions	  they	  need	  to	  succeed	  in	  all	  their	  studies,	  which	  also	  
contributes	   to	   social	   cohesion.	   Here	   again,	   there	   are	   two	   possible	   complementary	  
approaches,	   and	   each	   can	   be	   implemented	   differently	   in	   different	   contexts:	   making	  
plurilingual	   and	   intercultural	   education	   the	   central	   aim	  of	   learning	  modern	   and/or	   classical	  
languages,	  and	  taking	  the	  language	  of	  schooling	  as	  a	  basis	  for	  developing	  that	  plurilingual	  and	  
intercultural	  education.	  	  
C oment ario 	   [ 1 ] : 	   Verb	  missing	  
	  The	  explicit	  inclusion	  of	  plurilingual	  and	  intercultural	  education	  among	  the	  aims	  of	  modern	  or	  
classical	  language	  teaching	  is	  reflected	  in:	  
-­‐ attaching	   equal	   importance	   to	   instilling	   openness	   to	   languages	   and	   cultures	   in	   learners	  
(language	   awareness),	   giving	   them	   communication	   and	   (inter)cultural	   competences	   in	  
various	  languages	  and	  developing	  their	  autonomy	  to	  a	  point	  where	  they	  can	  manage	  their	  
own	  plurilingual	  and	  intercultural	  repertoire	  independently,	  economically,	  responsibly	  and	  
confidently	  throughout	  their	  lives;	  
-­‐ paying	  special	  attention	  to	  developing	  transversal	  linguistic	  and	  intercultural	  competences	  
and	   using	   them	   (e.g.	   in	   mediation),	   and	   to	   thinking	   about	   communication	   and	   human	  
language;	  
-­‐	   	   	   treating	   all	   teaching	   of	   and	   in	   languages	   as	   a	   whole,	   focusing	   it	   on	   the	   development	   of	  
learners’	   plurilingual	   and	   intercultural	   repertoires,	   and	   seeking	   to	   diversify	   learning	   and	  
language-­‐use	   situations	   (formal	   teaching	   of	   languages	   and	   other	   subjects	   in	   foreign	  
languages,	   stays	   abroad,	   meetings,	   co-­‐operation,	   intensive	   courses	   and	   brief	   awareness	  
sessions,	  familiarisation	  with	  regional	  variations,	  and	  presence	  in	  the	  learners’	  environment	  
of	  materials	  which	  encourage	  them	  to	  experience	  diversity,	  follow	  distance-­‐study	  courses,	  
etc.);	  
-­‐	   	   close	  co-­‐operation	  between	   teachers	  who	  are	  able	   to	  plan	   joint	  projects	  and	  who,	   ideally,	  
possess	  knowledge	  and	  competences	  in	  several	  languages	  and	  cultures.	  
	  
In	  addition	  to	  those	  described	  above,	  there	  can	  and	  certainly	  must	  be	  very	  different	  ways	  of	  
implementing	  plurilingual	  and	  intercultural	  education	  within	  the	  curriculum.	  It	  would	  also	  be	  
possible,	  for	  example,	  to	  outline	  links	  between	  the	  language(s)	  of	  schooling	  and	  the	  language	  
activities	   practised	   in	   other	   subject	   areas	   -­‐	   an	   approach	  which	  obviously	   coheres	  with,	   and	  
complements,	  the	  one	  described	  above.	  	  
	  
Making	   learning	   the	   language	   of	   schooling	   contribute	   to	   plurilingual	   and	   intercultural	  
education	  is	  thus	  another	  way	  of	  reshaping	  the	  curriculum,	  and	  it	  involves:	  
• co-­‐ordinating	   language	  aims	   in	  foreign	   languages	  with	  those	   in	  the	   language	  of	  schooling,	  
whether	  taught	  as	  a	  subject	  or	  used	  as	  a	  medium	  for	  teaching	  and	  learning	  other	  subjects;	  
• paying	  special	  attention	  to	  the	  cognitive	  operations	  which	  underlie	  language	  activities,	  and	  
to	  discourse	  genres,	  the	  linguistic	  variety	  inherent	  in	  all	   languages	  (including	  the	  language	  
of	  schooling)	  and	  strategies	  for	  using	  those	  languages;	  
• using	   the	   foundations	   laid	   by	   study	   of	   the	   language	   of	   schooling	   in	   teaching	   other	  
languages	   (linguistic	   knowledge,	   command	   of	   the	   various	   discourse	   genres,	   use	   of	  
communication	  strategies,	  etc.),	  while	  also	  highlighting	  the	  differences;	  
• strong	  awareness	  among	  teachers	  of	  the	  links	  between	  all	  the	  language	  competences	  in	  the	  
plurilingual	   repertoire;	   expanding	   and	   consolidating	   this	   repertoire	   are	   seen	   as	   a	   joint	  
process,	  to	  which	  every	  lesson	  contributes;	  
• exploiting	   transversal	   intercultural	   competences	   –	   particularly	   learning	   ability	   and	  
commitment	  –	  which	  are	  useful	  when	  the	  language	  of	  schooling	  is	  being	  taught.	  
	  
All	   these	   forms	   of	   integration	  may	   apply	   to	   some	   or	   all	   teachers	   of	   the	   languages	   on	   the	  
curriculum,	   whether	   taught	   as	   subjects	   themselves	   or	   used	   in	   teaching	   other	   subjects.	   An	  
obvious	   prerequisite,	   too,	   is	   that	   all	   those	  who	   provide	   and	   receive	   this	   kind	   of	   education	  
should	  realise	  its	  utility,	  and	  their	  doing	  so	  depends	  on	  information	  and	  training.	  Clearly,	  too,	  
there	  can	  be	  no	   readymade,	  universal	   solutions	  or	  answers.	  Therefore,	  one	  useful	   tool	  was	  
produced	   by	   the	   Language	   Policy	   Division,	   named	   Platform,	   and	   used	   to	   analyze	   and	  
construct	  curricula	  for	  languages	  of	  schooling.	  	  
The	   chart	   below	   illustrates	   the	   different	   statuses	   of	   languages	   in	   school	   and	   the	   relations	  
among	   them:	   the	   languages	   taught	   are	   first	   or	   second/foreign	   languages	   for	   learners;	   they	  
are	   studied	   as	   a	   specific	   subject	   or	   serve	   as	   an	   instrument	   of	   learning	   in	   other	   subjects	  
(Language	  Policy	  Division	  2009).	  
	  
	  	  
Figure	  8	  The	  Platform	  used	  to	  analyze	  and	  construct	  curricula	  for	  languages	  of	  schooling.	  
The	   Platform	   offers	   an	   open	   and	   dynamic	   resource,	   with	   system	   of	   definitions,	   points	   of	  
reference,	  descriptions	  and	  descriptors,	  studies	  and	  good	  practices	  which	  member	  states	  are	  
invited	   to	   consult	   and	   use	   in	   support	   of	   their	   policy	   to	   promote	   equal	   access	   to	   quality	  
education	   according	   to	   their	   needs,	   resources	   and	   educational	   culture	  
(http://www.coe.int/t/dg4/linguistic/	  	  last	  accessed	  05	  2012).	  	  
	  
2.6	  The	  evaluation	  of	  bilingual	  education	  programs	  
The	  question	   is	  though,	  how	  effective	  are	  some	  of	  the	  major	  models	  of	  bilingual	  education,	  
and	  what	  are	  their	  limitations.	  Many	  of	  the	  studies	  show	  contradicting	  results.	  For	  example,	  
Danoff	  et	  al.	  (1977,	  1978)	  found	  mainstream	  education	  to	  be	  more	  effective	  than	  transitional	  
bilingual	   education	   in	   the	   US.	   However,	   McConnell	   (1980)	   found	   US	   transitional	   bilingual	  
education	  to	  be	  better	  than	  mainstreaming.	  Matthews	  (1979)	  found	  no	  differences	  between	  
the	  two	  education	  types	  in	  the	  US	  (Baker	  2011).	  The	  effectiveness	  of	  bilingual	  education	  can	  
be	  viewed	  from	  different	  perspectives,	  and	  various	  aspects	  should	  be	  taken	  into	  account	  on	  
different	  levels,	  ranging	  from	  the	  classroom	  to	  school	  level.	  First	  level	  of	  the	  effectiveness	  of	  
bilingual	   education	   is	   the	   individual	   child.	   As	   even	   in	   the	   same	   classroom	   children	   may	  
perform	  differently.	  Second,	  the	  classroom,	  as	  all	  of	  the	  classrooms	  and	  teachers	  vary.	  Third,	  
is	   the	   school	   level,	   and	   what	   makes	   each	   school	   running	   the	   same	   bilingual	   education	  
program	   more	   effective	   than	   others.	   Fourth	   goes	   beyond	   the	   school	   level,	   and	   onto	  
comparing	   various	   types	   of	   bilingual	   education	   programs.	   However,	   important	   are	   the	  
individual	  characteristics	  and	  resources;	  other	  factors,	  such	  as	  the	  social,	  economic,	  political	  
and	   cultural	   contexts	   are	   just	   as	   substantial.	   Research	   should	   also	   include	   the	   outcomes	   of	  
bilingual	   education.	   Such	  outcomes	  may	  derive	   from	  high-­‐stakes	   testing,	  measures	  of	   basic	  
skills	  (e.g.	  oracy,	  literacy,	  numeracy,	  information,	  or	  computer	  literacy),	  or	  the	  broadest	  range	  
of	   curriculum	  areas	   (e.g.	   science	  and	   technology,	  humanities,	  mathematics,	   languages,	  arts,	  
skills	   as	  well	   as	   knowledge)	   (Baker	   2011).	   Consulting	   public	   opinion,	   teachers	   and	   parents,	  
brings	   interesting	   viewpoints	   into	   research	   (Krashen	   1999).	   There	   is	   a	   comprehensive	  
examination	   of	   the	   situational	   factors	   that	   affect	   both	   the	   standards	   reached	   by	   bilingual	  
students	   and	   the	  effectiveness	  of	   bilingual	   schools	   (Brisk	   1998).	   Brisk’s	  model	   presents	   five	  
situational	  areas	  that	  can	  promote	  such	  effectiveness	  (In	  Baker	  2011:261).	  
1. Linguistic,	  e.g.	  amount	  of	  language	  use	  in	  the	  community,	  media,	  technology,	  home.	  
2. Cultural,	  e.g.	  parental	  participation	  in	  classroom,	  curriculum	  content	  and	  the	  assumptions	  
about	  background	  knowledge	  of	  students.	  
3. Economic,	  e.g.	  the	  economic	  viability	  of	  the	  languages,	  career	  opportunities,	  educational	  
costs.	  
4. Political,	  e.g.	  the	  treatment	  of	  immigrants,	  attitudes	  to	  language	  diversity.	  
5. Social,	   e.g.	   size	   and	   cohesiveness	   of	   the	   language	   community,	   race	   and	   gender	  
relationships,	  attitudes	  to	  language	  and	  ethnic	  groups.	  	  	  	  
Research	   shows	   that	   ‘strong’	   forms	   of	   bilingual	   education	   (e.g.	   immersion	   and	   heritage	  
language	   education)	   are	   more	   effective	   than	   ‘weak’	   forms	   of	   bilingual	   education,	   where	  
students’	   minority	   language	   is	   replaced	   for	   educational	   purposes	   by	   a	   majority	   language.	  
Studies	  of	  heritage	  language	  education	  are	  provided	  by	  Cummins	  (1993),	  Dutcher	  and	  Tucker	  
(1996),	  Demmert	  (2001),	  among	  others.	  The	  results	  indicate	  that	  heritage	  language	  programs	  
can	   be	   effective	   in	   four	   different	   ways.	   First,	   the	   students	   maintain	   their	   home	   language.	  
Second,	   such	   children	   usually	   perform	   as	   well	   or	   even	   better,	   in	   math,	   science,	   history	   or	  
geography,	   than	   children	   studying	   in	  mainstream	   curriculum.	   Third,	   research	   suggests	   that	  
learners’	   attitudes	  were	   remarkably	   positive	  when	   placed	   in	   heritage	   education.	  When	   the	  
home	  language	  is	  used	  at	  school,	  the	  child	  may	  observe	  that	  the	  home	  language	  and	  culture,	  
but	   also	   family	   relations	   are	   widely	   accepted	   and	   develop	   a	   positive	   attitude	   towards	   his	  
studies.	  Fourth,	  the	  child	  in	  heritage	  language	  education	  is	   likely	  to	  perform	  in	  his	  L2	  just	  as	  
well	   as	   other	   mainstreamed	   children	   do.	   Despite	   the	   common	   opinion	   that	   the	   more	  
exposure	   to	   language,	   the	   higher	   language	   performance,	   children	   in	   heritage	   education	  
perform	   as	   well.	   This	   may	   be	   due	   to	   enhanced	   self-­‐esteem,	   and	   language	   and	   intellectual	  
skills	   better	   promoted	   by	   education	   in	   their	   L1.	   Such	   skills	   seem	   to	   transfer	   easily	   into	   the	  
second	   language	   (Baker	   2011).	   However,	   regardless	   of	   those	   studies	   results,	   some	  
governments	   are	   reluctant	   to	   introduce	   such	  bilingual	   education	   type.	   This	   is	   because	   they	  
might	   challenge	   existing	   political	   arrangements,	   but	   also	   as	   there	   are	  major	   problems	  with	  
staffing,	  lack	  of	  communication	  among	  minority	  language	  and	  mainstream	  teachers,	  financial	  
costs,	   loss	  of	   time	   for	   the	   core-­‐curriculum	   subjects,	   social	   tensions,	   and	   so	  on	   (Cummins	  &	  
Danesi	  1990).	  The	  Canadian	  Education	  Association	  (1991)	  has	  summarized	  the	  advantages	  of	  
the	  heritage	  education	  as	  follows	  (Baker	  2011:273).	  
• positive	  self-­‐concept	  and	  pride	  in	  one’s	  background;	  
• better	  integration	  of	  child	  into	  school	  and	  society;	  
• more	  tolerance	  of	  other	  people	  and	  different	  cultures;	  
• increased	  cognitive,	  social	  and	  emotional	  development;	  
• ease	  in	  learning	  of	  new	  languages;	  
• increased	  probability	  of	  employment;	  
• fostering	  stronger	  relationships	  between	  home	  and	  school;	  
• responding	  to	  the	  needs	  and	  wishes	  of	  the	  community.	  
Children	   placed	   in	   the	   heritage	   education	   maintain	   and	   enrich	   their	   home	   language	   and	  
culture,	  their	  school	  performance	  and	  cognitive	  abilities	  are	  also	  reinforced.	  	  
The	   evaluation	   of	   dual	   language	   schools	   indicates	   relative	   success	   in	   promoting	   bilingual,	  
biliterate,	   and	   multicultural	   competences	   (Lindholm-­‐Leary	   &	   Genesee	   2010).	   Students	   in	  
these	   language	   programs	   are	   not	   a	   random	   number	   of	   learners.	   They	   make	   a	   decision	   of	  
choosing	  such	  school.	  Therefore,	  this	  makes	  it	  more	  challenging	  to	  say	  whether	  the	  success	  of	  
such	   schools	   is	   due	   to	   the	  program,	   the	   special	   characteristics	   of	   the	   students,	   teachers	   or	  
maybe	  all	  of	  those	  factors.	  Lindholm-­‐Leary	  (2001)	  concludes	  that	  dual	  language	  programs	  are	  
efficient	   in	   advancing	   language	   proficiency,	   academic	   achievement,	   and	   positive	   attitudes	  
towards	   learning	   languages.	   This	   result	   is	   possible	   to	   be	   achieved	   thanks	   to	   parent	  
cooperation	   and	   involvement,	   and	   their	   positive	   opinion	   of	   these	   educational	   programs.	  
Nonetheless,	   there	   is	   still	   no	   sufficiently	   convincing	   research	   done	   that	   could	   guide	   policy	  
makers	  in	  their	  work	  on	  bilingual	  education	  programs	  (García	  2009).	  	  
Learners	   in	   the	   immersion	   programs	   gain	   competence	   in	   two	   languages	   (Johnstone	   2002),	  
however	   not	   all	   of	   them	   achieve	   native-­‐like	   competence	   in	   speaking	   and	   writing.	   And	   the	  
bilingual	   ability	   is	  not	   the	   same	  as	  being	   functionally	  bilingual.	   For	   some	  students	  a	   second	  
language	  is	  a	  tool	  used	  only	  in	  the	  school	  building.	  They	  might	  be	  competent	  in	  their	  L2	  but	  
prefer	  to	  use	  their	  L1	  to	  communicate	  with	  their	  family	  and	  friends.	  Their	   language	  skills	  do	  
not	  ensure	  production	  in	  the	  real	  life	  context.	  Cummins	  (2000)	  has	  proposed	  that	  apart	  from	  
the	   academically	   related	   language	   competence,	   there	   also	   is	   conversational	   competence,	  
which	   could	   be	   acquired	   in	   two	   years.	   Nonetheless,	   simple	   communication	   skills	   are	   not	  
sufficient	  to	  meet	  the	  cognitive	  and	  academic	  demands	  of	  the	  curriculum.	  Skutnabb-­‐Kangas	  
and	   Toukomaa	   (1976)	   have	   also	   suggested	   two	   competence	   types	   along	   these	   lines.	   They	  
differentiated	  between	  the	  surface	  fluency,	  which	  describes	  the	  ability	  to	  have	  a	  conversation	  
in	   a	   shop	  or	   street,	   and	  academically	   related	  aspects	   of	   language	   competence,	   referring	   to	  
the	   time	   of	   five	   to	   eight	   years	   or	   longer	   to	   acquire.	   Hakuta	   (2000)	   found	   that	   English	   oral	  
proficiency	  takes	  three	  to	  five	  years	  to	  develop,	  and	  the	  academic	  proficiency	  between	  four	  
to	   seven	   years.	   This	   shows	   the	   unrealistic	   demands	   of	   some	   of	   the	   immersion	   programs,	  
which	  allow	  one	  year	  to	  acquire	  English.	  Cummins	  (2000)	  illustrated	  his	  point	  on	  the	  following	  
graphs	  (Baker	  20011:174).	  
Figure	  9	  The	  models	  of	  language	  competence.	  
In	  order	  to	  characterize	  one’s	  language	  competence,	  we	  need	  to	  refer	  to	  models	  of	  language	  
competence,	  which	  describe	  it.	  Some	  of	  the	  earlier	  models	  used	  to	  focus	  on	  purely	  linguistic	  
factors	  and	  ignore	  the	  sociocultural	  and	  sociolinguistic	  context	  of	   language.	  A	  more	  current,	  
sociolinguistic	   approach	   includes	   actual	   content	   and	   context	   of	   communication,	   which	   is	  
called	   ‘speech	   acts’	   or	   the	   ‘ethnography	   of	   communication’	   (Baker	   2011).	   This	   approach	  
examines	   the	   rules	   of	   dual	   language	   usage	   among	   bilinguals,	   their	   shared	   knowledge	   in	  
conversation,	   and	   the	   cultural,	   social	   and	   political	   language	   norms	   and	   principals	   that	  
determine	   bilingual	   speech.	   Various	   holistic	   models	   of	   language	   competence	   have	   been	  
developed	   over	   time.	   One	   of	   such	   examples	   may	   be	   the	   Bachman’s	   Model	   of	   Language	  
Competence.	   Bachman’s	   (1990)	  model	   considers	   both	   language	   competence	   and	   language	  
performance.	   It	   refers	   to	   grammatical	   knowledge	   but	   also	   to	   knowledge	   of	   how	   to	   use	  
language	  in	  a	  communicative	  context.	  Bachman’s	  model	  can	  be	  summarised	  as	  follows	  (Baker	  
2011:14).	  
Language	  Competence:	  
1. Organizational	  Competence	  
• Grammatical	  (e.g.	  Syntax,	  Vocabulary)	  
• Textual	  (e.g.	  Written	  and	  oral	  cohesion).	  
	  
2. Pragmatic	  Competence	  
• Illocutionary	  Competence	  (e.g.	  speech	  strategies,	  language	  functions)	  
• Sociolinguistic	  Competence	  (e.g.	  sensitivity	  to	  register,	  dialect,	  cultural	  figures	  of	  speech)	  
For	   Bachman,	   communicative	   competence	   consists	   of	   two	   components,	   organizational	  
competence	  and	  pragmatic	  competence.	  The	  former	   is	  made	  out	  of	   two	  parts,	  grammatical	  
competence	  and	   textual	   competence.	  Grammatical	   competence	   refers	   to	   the	  knowledge	  of	  
syntax,	   vocabulary,	   morphology,	   phonology	   and	   graphology.	   Textual	   competence	   involves	  
knowledge	   of	   how	   to	   combine	   language	   and	   form	   a	   text	   /	   a	   unit	   of	   language,	   spoken	   or	  
written.	   Pragmatic	   competence,	   on	   the	   other	   hand,	   consists	   of	   illocutionary	   and	  
sociolinguistic	   competence.	   Illocutionary	   competence	   refers	   to	   the	   way	   people	   convey	  
meanings	   and	   experiences	   (ideational),	   also	   to	   the	   way	   people	   use	   language	   in	   an	  
instrumental	   way	   (manipulative),	   and	   to	   the	   way	   we	   use	   language	   to	   discover	   new	   things	  
about	  our	  world	  and	  to	  solve	  problems	  (heuristic),	  but	  also	  how	  we	  use	  language	  to	  joke	  and	  
imagine	   things	   (imaginative	   function).	   Sociolinguistic	   competence	   is	   the	   sensitivity	   towards	  
the	  context	  in	  which	  language	  is	  used,	  so	  that	  it	  is	  appropriate	  to	  the	  person	  and	  the	  certain	  
situation.	   It	   also	   refers	   to	   the	   sensitivity	   to	   speaking	   in	   a	   native-­‐like	   or	   natural	  way,	  which	  
requires	   inner	   cultural	   understanding	   of	   a	   specific	   language.	   Cummins	   (1979,	   1984,	   2000,	  
2008)	  made	  a	  distinction	  between	   two	   levels	  of	   language	  competences,	  basic	   interpersonal	  
communicative	  skills	  (BICS),	  and	  cognitive/academic	  language	  proficiency	  (CALP).	  The	  former	  
takes	   place	   when	   contextual	   support	   and	   props	   are	   provided.	   These	   are	   skills	   needed	   for	  
social,	   conversational	   situations.	   These	   tasks	   are	   less	   cognitively	   demanding.	   CALP,	   on	   the	  
other	   hand,	   occurs	   in	   context	   reduced	   academic	   situations.	   Language	   used	   for	   subject	  
teaching	   is	   more	   abstract,	   and	   therefore	   cognitively	   more	   demanding.	  When	   higher	   order	  
thinking	   skills,	   such	   as	   analysis,	   synthesis,	   interpreting	   evidence,	   justifying	   opinions,	  
hypothesising,	   generalising,	   or	   predicting,	   take	   place	   the	   language	   is	   ‘disembeded’	   from	   its	  
meaningful,	   underpinning	   context.	   The	   distinction	   between	   the	   two	   levels	   of	   language	  
competences	   has	   been	   very	   significant	   among	   scholars	   but	   also	   criticized.	   However,	   the	  
division	   itself	   has	   never	   been	   intended	   to	   be	   a	   complete	   theory	   about	   language.	   It	   was	  
informative,	   leading	   to	   more	   awareness	   among	   teachers	   and	   policy	   makers.	   It	   has	   been	  
valuable	  for	  policy,	  provision	  and	  practice,	  in	  terms	  of	  instruction	  and	  also	  assessment,	  even	  
though	   it	   does	   not	   explicitly	   indicate	   how	   the	   two	   ideas	   may	   be	   defined	   and	   accurately	  
tested.	   The	   relationship	   between	   language	   and	   cognitive	   development	   is	   not	   simple.	   One	  
does	  not	  grow	  as	  a	  result	  of	  another.	  Rather	  they	  exist	  as	  in	  a	  relationship	  which	  is	  influenced	  
by	  many	  different	  political,	   social,	   contextual	  or	   school	   factors.	  Nonetheless,	   the	  distinction	  
between	   BICS	   and	   CALP	   help	   to	   explain	   why	   minority	   children	   fail	   in	   the	   mainstream	  
education	   after	   acquiring	   basic	   language	   competence	   (BICS)	   and	   being	   moved	   to	   full	  
immersion	  programs.	  Cummins	  believes	  that	  their	  cognitive	  academic	  language	  proficiency	  is	  
not	  developed	  enough	  to	  cope	  with	  the	  demands	  of	  the	  curriculum.	  He	  further	  regards	  that	  a	  
common	  underlying	  proficiency	  should	  be	  well	  developed.	  This	  ability	  could	  be	  developed	  in	  
the	  first	  or	  second	  language	  or	  in	  both	  of	  them	  (Baker	  2011).	  The	  instructional	  implications	  of	  
CALP	   have	   been	   extended	   by	   Cummins	   (2000)	   in	   terms	   of	   the	   following	   three	   elements:	  
cognitive,	  academic	  and	  language	  (Baker	  2011:172).	  
• Cognitive:	   instruction	  should	  be	  cognitively	  challenging	  using	  higher	  order	   thinking	   skills	  
such	  as	  evaluating,	  inferring,	  generalising	  and	  classifying.	  
• Academic:	   curriculum	   content	   should	   be	   integrated	   with	   language	   instruction	   so	   that	  
students	  learn	  the	  language	  of	  specific	  academic	  areas.	  
• Language:	   critical	   language	   awareness	   should	   be	   developed	   both	   linguistically	   and	  
socioculturally	  /	  socio-­‐politically.	  
Cummins	  (1981b)	  proposes	  two	  dimensions	  in	  his	  theory:	  	  
	  
Figure	  10	  The	  dimensions	  of	  communicative	  proficiency.	  
Both	  of	  the	  dimensions	  refer	  to	  communicative	  proficiency.	  The	  first	  dimension	  refers	  to	  the	  
amount	   of	   contextual	   support	   available	   to	   students.	   Context-­‐embedded	   communication	  
occurs	   when	   it	   is	   supported	   by	   body	   language,	   as	   shown	   above.	   Context-­‐reduced	  
communication	   takes	   place	   when	   meaning	   is	   restricted	   to	   words.	   The	   second	   dimension	  
applies	  to	  the	  level	  of	  cognitive	  demands	  required	  in	  communication.	  Cognitively	  demanding	  
communication	  may	  happen	  in	  a	  classroom	  where	  much	  of	  the	  information	  is	  challenging	  and	  
needs	   processing	   quickly.	   Cognitively	   undemanding	   communication,	   on	   the	   other	   hand,	  
occurs	  when	  a	  person	  has	  sufficient	  language	  skills	  to	  communicate	  easily.	  Cummins’	  theory	  
suggests	   that	   bilingual	   education	   will	   be	   successful	   when	   children	   have	   adequate	   first	   or	  
second	   language	   proficiency	   to	   operate	   in	   the	   context	   reduced,	   cognitively	   demanding	  
situation	  in	  the	  classroom.	  Therefore,	  it	  brings	  serious	  implications	  into	  ‘creating	  instructional	  
and	   learning	  environments	  that	  maximise	  the	   language	  and	   literacy	  development	  of	  socially	  
marginalised	   students’	   (Cummins	   2008).	   Learners’	   previous	   knowledge	   understanding	   and	  
experience	   provide	   a	   meaningful	   context	   the	   teacher	   can	   build	   on.	   This	   means	   that	   any	  
curriculum	  task	  which	  is	  presented	  to	  students	  needs	  considering	  (Baker	  2011:176):	  
• What	   the	   task	   requires	  of	   the	   child	   (its	   cognitive	  demands),	   and	   the	   ‘entry	   skills’	   that	  a	   task	  
requires.	  This	  can	  be	  illustrated	  as	  follows:	  
	  
Cognitively	  Undemanding	  Tasks	  
	  
	  
	  
	  
	  
	  
Context	  
Embedded	  with	  
plenty	  of	  
scaffolding	  
• Use	  student’s	  own	  
experiences	  
• Use	  physical	  objects	  
• Greeting	  someone	  
• Talking	  about	  today’s	  
weather	  
• Tells	  their	  own	  stories	  
• Describes	  what	  they	  
have	  just	  seen	  
• Memorizes	  nursery	  rhymes	  
• Listens	  to	  a	  story	  or	  poem	  
• Describes	  a	  story	  on	  TV	  
• Copies	  information	  from	  a	  
screen	  or	  text	  
	  
	  
	  
	  
	  
	  
Context	  
reduced	  with	  
less	  
scaffolding	  • Compares	  and	  contrasts	  
• Summarizes	  
• Recalls	  and	  reviews	  
• Solution	  seeking	  to	  
• Reflects	  on	  feelings	  
• Argues	  a	  case	  
• Sustains	  and	  justifies	  an	  
opinion	  
problems	  
• Explains	  and	  justifies	  
• Role	  play	  
• Evaluates	  and	  analyses	  
• Interprets	  evidence	  
• Applies	  principles	  to	  a	  new	  
situation	  
Cognitively	  Demanding	  Tasks	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• form	   of	   presentation	   to	   the	   child	   (degree	   of	   context	   embeddedness	   or	   context	   reduction);	  
what	   form	  of	  presentation	  will	  be	  meaningful	   to	  the	  child;	  use	  of	  visual	  aids,	  demonstration,	  
modelling,	   computers,	   oral	   and	   written	   instructions,	   amount	   of	   teacher	   assistance.	   This	   is	  
extended	  in	  Mohan’s	  (2001)	  Knowledge	  Framework.	  	  
• The	  child’s	  language	  proficiencies.	  
• The	   child’s	   previous	   cultural	   and	   educational	   experience	   and	   knowledge,	   individual	   learning	  
style	  and	  learning	  strategies,	  expectations	  and	  attitudes,	  confidence	  and	  initiative;	  the	  child’s	  
familiarity	  with	  the	  type	  task.	  
• What	   is	   acceptable	   as	   evidence	   that	   learning	   has	   successfully	   occurred,	   what	   constitutes	  
mastery	   or	   a	   sufficient	   approximation;	   an	   appropriate	   form	   of	   ‘formative’	   and	   ‘summative’	  
assessment	  that	  may	  be	  gestural,	  action,	  drawing,	  oral	  or	  written.	  
Individual’s	   cognitive	   functioning	   is	   viewed	   as	   integrated	   when	   concepts	   and	   knowledge	  
between	   languages	   can	   be	   easily	   transferred,	   as	   contextual	   support	   affects	   thinking.	   Since	  
competence	   in	   a	   language	   is	   viewed	   as	   an	   integral	   part	   of	   language	   performance	   and	   not	  
separated	   from	   it,	   measuring	   language	   competence	   cannot	   just	   involve	   traditional	   written	  
tests,	   but	   also	   needs	   to	   examine	   the	   language	   of	   real	   communication.	   Communicative	  
performance	  tests	  are	  designed	  to	  do	  so.	  They	  aim	  at	  creative,	  unpredictable,	  contextualized	  
conversation,	  however,	  this	  aim	  seems	  hard	  to	  be	  accomplished	  in	  an	  unbiased,	  and	  reliable	  
way.	   The	  Massachusetts	   English	   Language	   Assessment-­‐Oral	   (MELA-­‐O)	   test	   is	   intended	   to	  
evaluate	   language	   ability	   in	   real-­‐life	   situations.	   It	   uses	   natural	   classroom	   interactions	   as	   a	  
setting	   for	   evaluating	   students’	   oral	   language	   performance.	   It	   assesses	   English	   language	  
learners	  (ELL)	  students'	  proficiency	  in	  listening	  (comprehension)	  and	  speaking	  (production)	  at	  
grades	   K-­‐12	   	   (http://www.doe.mass.edu/mcas/mepa/).	   The	   Massachusetts	   English	  
Proficiency	  Assessment	  (MEPA)	  is	  a	  statewide	  test	  that	  measures	  the	  performance	  of	  English	  
language	   learner	   students	   and	   the	   progress	   they	   are	   making	   toward	   English	   proficiency.	  
MEPA	  is	  composed	  of	  two	  tests.	  
•	  The	  Massachusetts	  English	  Proficiency	  Assessment-­‐Reading/Writing	  (MEPA-­‐R/W)	  is	  a	  paper	  
and	  pencil	  or	  online	  test	  that	  measures	  students’	  reading	  and	  writing	  skills.	  
•	   The	   Massachusetts	   English	   Language	   Assessment-­‐Oral	   (MELA-­‐O)	   is	   an	   assessment	   of	  
listening	  and	  speaking	  based	  on	  the	  observation	  and	  rating	  of	  each	  student	  during	  ordinary	  
classroom	   activities	   by	   a	   trained	   and	   qualified	   MELA-­‐O	   administrator	   using	   the	   MELA-­‐O	  
scoring	  matrix.	   Scores	   on	  both	   the	  MEPA-­‐R/W	  and	  MELA-­‐O	   are	   combined	   to	   determine	   an	  
overall	  score	  for	  each	  student.	  Only	  those	  students	  who	  have	  taken	  both	  the	  MEPA-­‐R/W	  and	  
the	   MELA-­‐O	   receive	   an	   overall	   MEPA	   score.	   Below	   are	   Performance	   Level	   Definitions	  
(http://www.doe.mass.edu/mcas/mepa/pg/english_K-­‐2.pdf,	  p.2):	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Nonetheless,	  Baker	  (2011)	  clarifies	  that	  defining	  who	  is	  or	  is	  not	  bilingual	  is	  essentially	  elusive	  
and	   rather	   impossible.	   Recently	  we	  observe	   a	   shift	   from	  performing	  norm-­‐referenced	   tests	  
(summative	   tests)	   to	   criterion-­‐referenced	   tests	   (formative	   tests).	  Whereas	   the	   former	   tests	  
aim	   to	   compare	   individual	   learners	   with	   one	   another,	   the	   latter	   tests	   examine	   students	  
against	  particular	   language	   skills.	  One	  of	   the	  advantages	  of	   the	  criterion-­‐referenced	   tests	   is	  
that	  their	  formative	  structure	  allows	  immediate	  feedback	  on	  learner’s	  performance	  and	  work	  
on	  any	  areas	  of	  needs,	  where	  communicative	  skills,	  curriculum	  objectives,	  assessing	  learning	  
outcomes	   seems	   to	   be	   of	   prime	   importance.	   The	   Council	   of	   Europe’s	   Common	   European	  
Framework	  of	  Reference	  for	  Language	  Assessment	  concentrates	  on	  language	  communication	  
and	   use.	   The	   Common	   European	   Framework	   provides	   a	   common	   basis	   for	   the	   design	   of	  
language	   syllabuses,	   curriculum	  guidelines,	  examinations,	   textbooks,	   across	  Europe	   (Council	  
of	  Europe	  2001:1).	  The	  framework	  determines	  levels	  of	  proficiency	  that	  allow	  assessment	  of	  
learners’	   progress	   irrespective	   of	   age,	   language	   or	   region.	   It	   is	   intended	   to	   overcome	  
boundaries	  in	  communication	  among	  professionals	  working	  in	  the	  field	  of	  modern	  languages	  
emerging	  from	  the	  different	  educational	  systems	  in	  Europe.	  	  
The	  levels	  can	  be	  illustrated	  as	  follows:	  
	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  A	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  B	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  C	  
	  	  	  	  	  	  	  	  	  Basic	  User	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Independent	  User	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Proficient	  User	  
	  	  	  	  	  	  A1	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  A2	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  B1	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  B2	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  C1	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  C2	  
(Breakthrough)	  (Waystage)	  	  	  	  	  	  	  	  	  (Threshold)	  (Vantage)	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  (Effective	  	  	  	  	  	  (Mastery)	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Operational	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Proficiency)	  
The	  Common	  Reference	  Level	  can	  also	  be	  presented	  in	  the	  following	  way:	  
(http://www.coe.int/t/dg4/linguistic/source/framework_EN.pdf,	  p.	  24)	  
Table	  1.	  Common	  Reference	  Levels:	  global	  scale	  
	  
C2	  Can	  understand	  with	  ease	  virtually	  everything	  heard	  or	  read.	  Can	  summarize	  information	  from	  
different	   spoken	   and	   written	   sources,	   reconstructing	   arguments	   and	   accounts	   in	   a	   coherent	  
presentation.	  Can	  express	  him/herself	  spontaneously,	  very	   fluently	  and	  precisely,	  differentiating	  
finer	  shades	  of	  Proficient	  meaning	  even	  in	  more	  complex	  situations.	  
User	  C1	  Can	  understand	  a	  wide	  range	  of	  demanding,	  longer	  texts,	  and	  recognize	  implicit	  meaning.	  
Can	   express	   him/herself	   fluently	   and	   spontaneously	   without	   much	   obvious	   searching	   for	  
expressions.	   Can	   use	   language	   flexibly	   and	   effectively	   for	   social,	   academic	   and	   professional	  
purposes.	   Can	   produce	   clear,	   well-­‐structured,	   detailed	   text	   on	   complex	   subjects,	   showing	  
controlled	  use	  of	  organizational	  patterns,	  connectors	  and	  cohesive	  devices.	  
B2	  Can	  understand	  the	  main	  ideas	  of	  complex	  text	  on	  both	  concrete	  and	  abstract	  topics,	  including	  
technical	  discussions	   in	  his/her	   field	  of	   specialization.	  Can	   interact	  with	  a	  degree	  of	   fluency	  and	  
spontaneity	  that	  makes	  regular	  interaction	  with	  native	  speakers	  quite	  possible	  without	  strain	  for	  
either	  party.	  Can	  produce	  clear,	  detailed	  text	  on	  a	  wide	  range	  of	  subjects	  and	  explain	  a	  viewpoint	  
on	  a	  topical	  issue	  giving	  the	  advantages	  and	  Independent	  disadvantages	  of	  various	  options.	  
B1	   Can	   understand	   the	   main	   points	   of	   clear	   standard	   input	   on	   familiar	   matters	   regularly	  
encountered	   in	   work,	   school,	   leisure,	   etc.	   Can	   deal	   with	   most	   situations	   likely	   to	   arise	   whilst	  
travelling	  in	  an	  area	  where	  the	  language	  is	  spoken.	  Can	  produce	  simple	  connected	  text	  on	  topics	  
which	  are	   familiar	  or	  of	  personal	   interest.	  Can	  describe	  experiences	  and	  events,	  dreams,	  hopes	  
and	  ambitions	  and	  briefly	  give	  reasons	  and	  explanations	  for	  opinions	  and	  plans.	  
A2	   Can	   understand	   sentences	   and	   frequently	   used	   expressions	   related	   to	   areas	   of	   most	  
immediate	  relevance	  (e.g.	  very	  basic	  personal	  and	  family	  information,	  shopping,	  local	  geography,	  
employment).	   Can	   communicate	   in	   simple	   and	   routine	   tasks	   requiring	   a	   simple	   and	   direct	  
exchange	  of	  information	  on	  familiar	  and	  routine	  matters.	  Can	  describe	  in	  simple	  terms	  aspects	  of	  
his/her	  background,	  immediate	  environment	  and	  matters	  in	  areas	  of	  immediate	  Basic	  need.	  
A1	   Can	   understand	   and	  use	   familiar	   everyday	   expressions	   and	   very	   basic	   phrases	   aimed	   at	   the	  
satisfaction	  of	  needs	  of	  a	  concrete	   type.	  Can	   introduce	  him/herself	  and	  others	  and	  can	  ask	  and	  
answer	  questions	   about	  personal	   details	   such	   as	  where	  he/she	   lives,	   people	  he/she	   knows	  and	  
things	  he/she	  has.	  Can	  interact	  in	  a	  simple	  way	  provided	  the	  other	  person	  talks	  slowly	  and	  clearly	  
and	  is	  prepared	  to	  help.	  
	  
However,	  when	  planning	  a	  bilingual	  education	  program	  there	  are	  several	  things	  that	  should	  
be	   taken	   into	   account,	   such	   as	   goals	   for	   curriculum	   design	   and	   creating	   a	   balance	   and	  
consistency	   between	   the	   various	   curriculum	   components.	   Walker	   (1990)	   includes	   content,	  
purpose	  and	  organization	  of	  learning	  as	  three	  major	  planning	  elements.	  
Van	  den	  Akker,	  Fasoglio,	  Mulder	  (2008)	  have	  designed	  a	  framework	  of	  ten	  components	  that	  
addresses	  specific	  questions	  about	  planning	  of	  student	  learning	  (cf.	  van	  den	  Akker	  2003).	  
Rationale	   Why	  are	  they	  learning?	  
Aims	  &	  objectives	   Toward	  which	  goals	  are	  they	  learning?	  
Content	   What	  are	  they	  learning?	  
Learning	  activities	   How	  are	  they	  learning?	  
Teacher	  role	   How	  is	  the	  teacher	  facilitating	  their	  learning?	  
Materials	  &	  resources	   With	  what	  are	  they	  learning?	  
Grouping	   With	  whom	  are	  they	  learning?	  
Location	   Where	  are	  they	  learning?	  
Time	  	   When	  are	  they	  learning?	  
Assessment	   How	  to	  assess	  their	  learning	  progress?	  
Table	  9	  
The	  core	  of	   the	  micro-­‐curriculum	   is	  built	  out	  of	  components	  of	   learning	  activities,	   teacher’s	  
role,	  materials	  and	  resources.	  The	  assessment	  component	  deserves	  separate	  attention	  as	  the	  
adjustment	   between	   assessment	   and	   the	   rest	   of	   the	   curriculum	   should	   be	   critical	   for	  
successful	  curriculum	   improvement.	  The	   latter	   factor	   is	  also	  a	  particularly	   important	  part	  of	  
this	  study.	  	  
Jan	  van	  den	  Akker,	  Daniela	  Fasoglio,	  Hetty	  Mulder	  (2008)	  produced	  a	  visualization	  of	  the	  ten	  
components	   and	   arranged	   them	   as	   a	   spider	  web,	   illustrating	   curriculum’s	   interconnections	  
and	  a	  map	  to	  follow	  to	  maintain	  coherence.	  	  
	  
	  
	  
	  
Figure	  11	  Curricular	  spider	  web.	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The	  spider	  web	  seems	  an	  appropriate	  metaphor	  for	  a	  curriculum,	  pointing	  to	  the	  complexity	  
of	   a	   balanced,	   rational	   and	   sustainable	   curriculum.	   National	   language	   curricula	   generally	  
focus	   on	   rationale,	   objectives	   and	   content.	   These	   are	   all	   thoroughly	   described	   in	   the	   CEFR	  
scale	   and	   are	   relevant	   to	   any	   context.	   However,	   national	   curricula	   have	   to	   interpret	   the	  
principles	   expressed	   in	   the	  CEFR	   and	   relate	   them	   to	   their	   local	   context	   and	   student	  needs.	  
The	   Common	   European	   Framework	   of	   Reference	   for	   Languages	   (CEFR,	   Council	   of	   Europe	  
2001)	   serves	   as	   a	   framework	   for	   the	   communicative	   use	   of	   foreign	   languages,	   therefore	   in	  
order	  to	  design	  a	  plurilingual	  curriculum,	  the	  above	  spider	  web	  model	  ought	  to	  be	  expanded	  
into	   an	   extra	   dimension.	   In	   plurilingual	   education	   languages	   share	   similar	   rationale	   but	   the	  
objectives	   and	   content	   are	   not	   exactly	   the	   same.	   Therefore,	   language	   awareness	   is	   then	  
positioned	  in	  a	  logical	  place	  in	  curriculum	  design	  (Van	  den	  Akker,	  Fasoglio	  &	  Mulder	  2008).	  
	  
	  
	  
Figure	  12	  Language	  awareness	  in	  the	  curricular	  spider	  web.	  
	  
Van	   den	   Akker,	   Fasoglio,	   Mulder	   (2008)	   believe	   that	   often	   there	   is	   a	   lack	   of	   coherence	  
between	  the	  intended	  curriculum	  and	  other	  system	  components,	  such	  as	  teacher	  education	  
and/or	   assessment	   or	   examination	   approaches.	   Whereas	   Bachman	   and	   Palmer	   (2010:26)	  
emphasises	   the	   importance	   of	   the	   primary	   purpose	   of	   all	   assessments	   which	   is	   to	   collect	  
information	   to	  make	   the	   kind	  of	   decisions	   that	  will	   have	   the	  most	  beneficial	   consequences	  
overall,	   considering	   all	   stakeholders.	   This	   view	   has	   also	   been	   taken	   into	   account	   and	   is	  
reflected	  in	  the	  research	  questions	  of	  this	  study.	  
There	  are	  many	  different	  criteria	  used	  to	  evaluate	  students’	  linguistic	  performance	  (extent	  to	  
which	   tasks	  are	  completed	   in	  accordance	  with	   instructions,	   creativity,	   flexibility,	   formal	  and	  
phonetic	   accuracy,	   textual	   coherence,	   linguistic	   and	   discourse	   propriety,	   etc.).	   The	   criteria	  
chosen	  condition	  evaluation	  of	  the	  whole	  system.	  They	  may	  be	  partly	  based	  on	  approaches	  to	  
quality	   control	   of	   language	   teaching	   of	   the	   kind	   proposed	   by	   the	   European	  Association	   for	  
Quality	   Language	   Services	   (EAQUALS),	   in	   the	   PISA	   (Program	   for	   International	   Student	  
Assessment)	   and	   OECD	   (Organisation	   for	   Economic	   Co-­‐operation	   and	   development)	   survey	  
protocols,	   and	   in	   the	   protocol	   (and	   findings)	   of	   the	   European	   Commission’s	   survey	   on	  
language	   competences	   (European	   Indicator	   of	   Language	   Competence),	   (Guide	   for	   the	  
development	   and	   implementation	   of	   curricula	   for	   plurilingual	   and	   intercultural	   education	   –	  
GuideEPI	  2010:41).	  
Nonetheless,	   students	   should	   be	   assessed	   relatively	   to	   their	   language	   development.	  
Regardless	   of	   the	   grade	   level,	   students	   are	   beginner,	   intermediate,	   or	   advanced	   in	   their	  
knowledge	   of	   the	   second	   language.	   Only	   tests	   designed	   to	   second	   language	   development	  
take	  this	  into	  account.	  Academic	  tests	  designed	  solely	  in	  the	  second	  language	  are	  difficult	  for	  
bilingual	   learners	   because	   of	   language	   and	   cultural	   discrepancies	   (Brisk	   2010).	   However,	  
measuring	  language	  competence	  has	  its	  limitations.	  These	  are	  related	  to	  (Baker	  2011:25):	  	  
	  
1. Ambiguity	  –	  different	   language	  skills	   include	  a	  variety	  of	   levels	  of	  proficiency.	  Tests	  also	  
include	  only	  a	  limited	  sample	  of	  language	  proficiencies.	  
2. Context	  –	  a	  bilingual	  learner	  may	  have	  the	  ability	  to	  understand	  a	  language	  in	  one	  context	  
but	  not	  another.	  
3. Social	  desirability	  /	  subjectivity	  –	  usually	  occurs	   in	  a	   low	  prestige	   language	  environment,	  
when	  people	  for	  various	  personal	  reasons,	  e.g.	  self-­‐esteem,	  may	  declare	  that	  they	  speak	  
their	  second	  language	  fluently.	  
4. Acquiescent	   response	   –	   there	   is	   a	   tendency	   for	   respondents	   to	   show	   a	   preference	   for	  
positive	  answers,	  such	  as	  ‘Yes’	  or	  ‘Agree’,	  rather	  than	  ‘No’.	  	  
5. Self-­‐awareness	   –	   what	   is	   competent	   in	   one	   environment	   may	   seem	   less	   competent	   in	  
another.	  The	  age,	  nature	  and	  location	  of	  the	  reference	  group	  may	  cause	  self-­‐assessment	  
not	  to	  be	  strictly	  comparable	  across	  a	  representative	  sample	  of	  people.	  
6. Point	  of	  reference	  –	  there	   is	  a	  danger	   in	  using	  monolingual	  proficiency	  and	  performance	  
as	  the	  point	  of	  comparison.	  
7. Test	   aura	   –	   another	   danger	   is	   raising	   language	   measurement	   to	   the	   level	   of	   scientific	  
measurement	  with	  an	  accompanying	  exaggerated	  mystique.	  
8. Narrow	   sampling	   of	   dimensions	   of	   language	   –	   language	   tests	   mostly	   contain	   a	  
specification	  of	  language	  skills	  that	  is	  debatable.	  
9. Insensitivity	   of	   change	   –	   it	   is	   seen	   as	   good	   practice	   to	   produce	  measurement	   which	   is	  
reliable	  over	  time	  and	  across	  occasions.	  However,	  such	  measurement	  may	  be	  insensitive	  
to	  change	  within	  individual	  learners.	  	  
10. Labeling	  –	  test	  scores	  may	  create	  labels	  for	  individuals.	  
	  
However,	   in	   addition	   to	   standard	   assessment	   requirements,	   in	   bilingual	   education	   the	  
following	  are	  also	  assessed	  by	  schools	  (Mehisto	  2012:54-­‐55):	  
• Achievement	   of	   content	   and	   language	   goals.	   If	   content	   and	   language	   goals	   are	   not	  
assessed	  and	  discussed	   in	  all	   classes,	   students	  are	   less	   likely	   to	  be	  able	   to	  manage	  their	  
own	   learning	   of	   both.	   Although	   people	   do	   not	   require	   language	   to	   think,	   it	   plays	   an	  
important	   role	   in	  developing	   the	  capacity	   to	   think.	  Thus,	   content	   teachers	  need	   to	  help	  
students	  to	  improve	  their	  language	  skills,	  because	  improved	  language	  skills	  can	  contribute	  
to	  improved	  thinking	  skills	  and	  content	  learning.	  
• Comprehension	   and	   ability	   to	   use	   L2	  work	  with	   content	   versus	   degrees	   of	   control	   over	  
language	  use.	  It	  is	  important	  to	  be	  able	  to	  separate	  content	  from	  language.	  	  
• Ongoing	   language	   growth.	   There	   is	   a	   tendency	   for	   students	   to	   reach	   a	   plateau	   in	   their	  
language	  development,	  after	  which	  language	  learning	  may	  slow	  down.	  	  
• Achievement	   of	   learning	   skills	   goals.	   This	   includes	   assessing	   the	   extent	   to	   which	   the	  
student	   is	   an	   autonomous	   learner	   of	   content,	   language	   and	   learning	   skills.	   There	   is	   a	  
strong	   link	   between	   the	   extent	   to	   which	   students	   can	   draw	   on	   learning	   skills	   for	   the	  
learning	  of	  content,	  language	  and	  learning	  in	  general,	  and	  student	  achievement.	  Research	  
has	   demonstrated	   that	   when	   faced	   with	   difficult	   tasks,	   learning	   skills	   are	   a	   stronger	  
indicator	  of	  high	  levels	  of	  student	  achievement	  than	  intelligence	  as	  measured	  by	  IQ	  tests.	  
• Use	   of	   language	   for	   various	   purposes.	   These	   include	   academic,	   social	   and	   business	  
registers.	  
• All	  four	  language	  skills.	  Listening,	  speaking,	  reading	  and	  writing	  are	  processed	  in	  different	  
places	   in	   the	   brain.	   Using	   all	   four	   language	   skills	   creates	   additional	   neuronal	   links,	  
enriches	   a	   person’s	   understanding	   of	   a	   given	   topic,	   and	   helps	   to	   make	   learning	   more	  
meaningful.	   Moreover,	   listening,	   speaking,	   reading	   and	   writing	   are	   all	   central	   to	  
communication	  within	  and	  across	  language	  groups.	  
• Ability	   to	   work	   with	   authentic	   materials.	   Ideally,	   written	   and	   oral	   texts	   from	   various	  
media,	   articles	   or	   other	   genuine	  materials	   created	   by	   L2	   speakers	   are	   used	   in	   teaching	  
and	  learning,	  and	  therefore,	  also	  used	  in	  assessment.	  
• Ability	  to	  communicate	  with	  native	  and	  non-­‐native	  speakers	  of	  the	  L2.	  
• Extent	  to	  which	  students	  experiment	  with	  language	  and	  content.	  
• Cognition	  or	   thinking	   is	   created	   through	   social	   integration.	  Without	  active	  participation,	  
learning	   opportunities	   are	   restricted.	   Thus,	   learning	   environments	   are	   assessed	   to	  
determine	  how	  they	  help	  students	  to	  feel	  safe,	  to	  manage	  their	  emotions,	  and	  to	  engage	  
actively	  in	  learning.	  
Mehisto	   further	   explains	   that	   a	   main	   challenge	   in	   bilingual	   education	   is	   to	   discriminate	  
between	  content	  and	  language	  errors	  on	  school	  content	  tests.	  	  
When	   discussing	  measuring	   language	   competence,	  we	   need	   to	   account	   a	   political	   view	   on	  
testing,	  as	  it	  imposes	  many	  actions	  on	  part	  of	  the	  teachers,	  and	  ‘teaching	  for	  the	  test’	  is	  one	  
of	  them.	  Centrally	  designed	  tests	  specify	  what	  skills	  should	  be	  practiced	  and	  what	  languages	  
to	   be	   promoted.	   There	   are,	   however,	   tailor-­‐made	   examination	   such	   as	   the	   European	  
Baccalaureate	   and	   the	   International	   Baccalaureate,	   which	   are	  most	   appropriately	   designed	  
for	   bilingual	   education,	   at	   least	   for	   university	   entrance	   level.	   Cambridge	   IGCSE	   is	   another	  
world’s	   most	   popular	   international	   curriculum	   for	   14-­‐16	   year	   olds,	   leading	   to	   globally	  
recognized	  and	  valued	  Cambridge	  IGCSE	  qualifications.	  It	  is	  part	  of	  the	  Cambridge	  Secondary	  
2	  stage.	  Nevertheless,	  much	  depends	  also	  on	  the	  type	  of	  a	  setting,	  as	  nowadays	  many	  of	  the	  
education	   programs	   in	   the	   world	   are	   either	   designed	   for	   social	   elite	   or	   for	   disadvantaged	  
immigrants	   who	   are	   placed	   in	   the	   transitional	   bilingual	   education	   programs.	   There	   are	   of	  
course	  gradually	  more	  and	  more	  of	  bilingual	  schools	  which	  are	  established	  for	  learners	  from	  
various	  social	  backgrounds.	  Assessing	  bilingual/multilingual	  education	  programs	  is	  a	  different	  
matter.	  García	   (2009)	  notes	   that	  success	  of	  bilingual	  education	  programs	  depends	  on	  social	  
situation	   in	   general	   rather	   than	   the	   languages	   of	   instruction.	   Cummins	   (1989)	   emphasizes	  
that	   the	   fact	   that	   home	   language	   and	   culture	   may	   be	   neglected	   is	   not	   as	   significant	   as	  
inadequate	  teaching	  methodology,	  biased	  assessment,	  or	  absence	  of	  communication	  with	  the	  
community.	   A	   number	   of	   studies	   addressed	   the	   effectiveness	   of	   bilingual	   education	   in	   the	  
past.	  Most	  of	  the	  studies	  make	  little	  reference	  to	  characteristics	  of	  the	  program,	  the	  students,	  
or	  the	  social	  context.	  Rather	  they	  tend	  to	  show	  students’	  performance	  on	  standardized	  tests.	  
Many	  researchers	  prefer	  in-­‐depth	  case	  studies	  of	  bilingual	  programs	  in	  context.	  Troike	  (1978)	  
analyzed	   12	   bilingual	   education	   programs	   of	   Spanish,	   Chinese,	   French,	   and	   Navajo	  
populations.	   A	   few	   factors	   were	   evaluated,	   English	   language,	   reading	   readiness,	   reading,	  
writing,	  general	  outcomes,	  math,	  and	  social	  studies.	  Performance	  in	  L1	  was	  only	  measured	  in	  
Spanish.	   This	   analysis	   supported	   the	  efficiency	  of	  bilingual	  programs.	  Medina	  and	  Escamilla	  
(1992)	   studied	   the	   effect	   maintenance	   bilingual	   programs	   hold	   on	   English	   language	  
proficiency	   of	   Spanish	   speakers.	   Lindholm	   (1991)	   reported	   on	   students’	   achievements	   in	  
respect	  to	  their	  performance	  in	   language,	  math,	  and	  other	  content	  areas	  in	  both	  languages.	  
However,	   all	   of	   the	   above	   studies	   at	   that	   time	   compared	   students	   in	   various	   bilingual	  
education	   programs,	   but	   provided	   little	   detail	   about	   the	   school	   context.	   Ramírez	   (1992)	  
studies	  the	  effectiveness	  of	  long-­‐term	  transitional	  bilingual	  programs,	  short-­‐term	  transitional	  
bilingual	  programs,	  and	  English	  only	  programs.	  This	  study	  incorporated	  student	  outcomes	  in	  
reading	   and	   math,	   some	   evidence	   of	   instructional	   strategies,	   staff	   qualifications,	   and	  
cooperation	   with	   parents.	  Many	   of	   the	   studies	   reflected	   upon	   the	   effectiveness	   of	   certain	  
teaching	  strategies	  with	  bilingual	  students.	  Recently,	   there	  has	  been	  more	  research	  done	   in	  
regards	   to	  student	  success.	  The	  areas	   researched	  concerned	  the	  outcomes,	   the	  educational	  
program	  characteristics	  in	  great	  detail,	  and	  historical	  context	  of	  these	  programs.	  Pérez	  (2004)	  
studied	   two	   two-­‐way	   programs	   in	   San	   Antonio	   area.	   A	   historical	   and	   political	   context	   was	  
presented	  together	  with	  other	  aspects	  of	  the	  program,	  and	  students’	  performance.	  Lindholm-­‐
Leary	   (2001)	   conveyed	   detailed	   data	   from	   various	   studies	   of	   different	   types	   of	   two-­‐way	  
programs.	  School	  context,	  programs,	  student	  outcomes	  but	  also	  teachers,	  their	  background,	  
attitudes,	   classroom	   activities,	   were	   described	   in	   detail.	   A	   large-­‐scale	   research	   study	   was	  
done	  by	  Thomas	  and	  Collier	  (2002),	  where	  students	  from	  different	  educational	  models	  were	  
compared.	  During	  the	  study	  the	  background	  of	  students	  and	  teachers	  was	  investigated,	  and	  
classroom	  observations	  were	  conducted.	  This	  study	  analyzed	  210,054	  students	  in	  five	  school	  
districts.	   The	   study	   focused	   on	   the	   performance	   of	   learners’	   age	   between	   6	   and	   13	   in	  
mainstream	   education,	   ESL,	   TBE,	   developmental	   and	   two-­‐way	   programs.	  Only	   in	   the	   50-­‐50	  
developmental	  and	  both	  forms	  of	  two-­‐way	  programs	  students	  performed	  above	  the	  national	  
norms.	   Students’	   success	   is	   measured	   by	   their	   achievements	   and	   contextual	   factors.	   A	  
successful	   bilingual	   education	   program	   should	   lead	   to	   learners’	   academic	   success	   and	  
promote	   sociocultural	   integration.	   The	   language	   level	   and	   literacy	   development	   for	   the	  
languages	   learned	   depend	   on	   the	   aims	   of	   the	   program	   (Brisk	   2010).	   When	   it	   comes	   to	  
students’	  academic	  achievement,	  it	  can	  be	  measured	  in	  different	  ways.	  In	  most	  of	  the	  school	  
settings	  students’	  performance	  is	  recorded	  via	  standardized	  tests.	  However,	  in	  some	  of	  them	  
learners’	   performance	   is	   measured	   by	   real-­‐life	   tasks,	   reflecting	   instructional	   aims	   of	   the	  
curriculum.	  Sociocultural	  integration	  is	  rarely	  measured	  by	  researchers,	  as	  it	  is	  not	  considered	  
a	  means	  to	  students’	  success.	  Attainment	  of	  success	  depends	  on	  the	  quality	  of	   the	  school’s	  
program,	  the	  contextual	  factors	  and	  the	  characteristics	  of	  individual	  students.	  Framework	  for	  
defining	  success	  can	  be	  illustrated	  as	  follows	  (Brisk	  2010:10).	  
Depends	   on	   School	   and	  
Program	  Characteristics	  
Measured	   by	   Students’	  
Performance	  
Supported	   or	   Challenged	   by	  
Contextual	   and	   Individual	  
Factors	  
Goals	  
Leadership	  
Partnership	  with	  families	  
Teacher	  preparation	  
School	  climate	  
Curriculum	  
Materials	  
Instruction	  
Assessment	  
Language	   and	   literacy	  
development	  
Academic	  achievement	  
Sociocultural	  integration	  
Family	  and	  community	  impact	  
Situational	  factors	  
Family’s	  role	  
Peer	  pressures	  
Students’	  characteristics	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Language	   and	   culture	   are	   the	  main	   factors	   to	   be	   taken	   into	   consideration	   when	   assessing	  
bilingual	  education	  programs.	  Learners’	  performance	  may	  be	  accessed	  directly	  and	  indirectly.	  
Directly	   by	   evaluating	   language,	   literacy,	   and	   content	   knowledge,	   and	   indirectly	   by	  
considering	   aspects	   connected	   to	   promotion,	   school	   attendance,	   participation	   in	   contests,	  
completion	   of	   school,	   parent	   satisfaction,	   and	   long-­‐term	   effects	   of	   education	   on	   being	   a	  
resourceful	  member	  of	  society	  (Brisk	  2010).	  Students’	  performance	  depends	  on	  the	  Quality	  of	  
bilingual	   programs.	   This	   may	   be	   assessed	   on	   the	   basis	   of	   their	   goals,	   leadership,	   school	  
climate,	   curriculum,	   instruction,	   resources,	   assessment	   practices,	   preparation	   of	   personnel,	  
and	   partnership	   with	   families	   (Brisk	   2010).	   Schools	   with	   successful	   bilingual	   programs	  
demonstrate	   their	   performance,	   accomplishments	   not	   only	   by	   the	   test	   results	   but	   also	   by	  
showing	   their	   students’	   attitudes,	   awards,	   high	   attendance	   rates,	   or	   high	   graduation	   rates.	  
Such	  successful	  programs	  also	  influence	  the	  learners’	  families	  and	  the	  communities.	  Parents	  
are	  welcomed	  to	  school	  activities,	  which	  strengthens	  their	  sense	  of	  belonging	  to	  the	  school	  
community.	  As	  Brisk	  says,	  the	  goal	  of	  quality	  education	  is	  to	  educate	  students	  to	  their	  highest	  
potential.	   She	   also	   differentiates	   between	   compensatory	   education	   and	   quality	   education,	  
which	  is	  presented	  in	  the	  Table	  below	  (Brisk	  2010:14).	  
	   Compensatory	  Education	   Quality	  Education	  
Policy	  
Pedagogy	  
	  
	  
	  
Expected	  	  	  	  	  	  	  	  
	  outcomes	  
	  
Choice	  of	  language	  for	  instruction	  
• Search	   for	   the	   best	  model	   to	   teach	  
English	  
• Education	  is	  possible	  only	  in	  English	  
English	  proficiency	  
Right	  to	  good	  education	  
• Effective	  schools,	  advances	  in	  education	  
• Language	   and	   culture	   of	   students	   are	  
vehicles	  for	  education	  
• Academic	  achievement	  
• English	  proficiency	  
• Varying	   degrees	   of	   native	   language	  
proficiency	  
• Sociocultural	  integration	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According	  to	  Brisk,	  there	  is	  no	  need	  to	  focus	  on	  finding	  an	  ideal	  way	  to	  teach	  English.	  The	  real	  
choice	  is	  between	  compensatory	  and	  quality	  education.	  	  
Bilingual	   education	   programs	  may	   be	   viewed	  more	   positively	   and	   gain	  more	   support	  when	  
there	   is	  public	  funding.	   It	   is	  also	  essential	  to	  gain	  motivation	  for	   learning	  a	  second	  language	  
when	   designing	   a	   bilingual	   education	   program.	   This	   may	   be	   hard	   to	   achieve	   in	   countries	  
where	  people	  have	  undergone	  social	  stigmatization	  or	  where	  there	  is	  no	  perceived	  need	  for	  
other	   language	  proficiency	   (García	   2009).	   Therefore,	   examining	   situational,	   operational	   and	  
outcome	   factors	   applies	   to	   the	   context	   in	  which	  bilingual	   schools	  operate.	   Examining	   these	  
factors	   may	   be	   helpful	   in	   developing	   successful	   multilingual	   education	   programs,	   as	   these	  
multiple	   situational	   and	   individual	   factors	   affect	   learners’	   academic	  performance.	   The	   table	  
below	  shows	  Macro-­‐Factors	  and	  Independent	  Variables	  for	  BE	  Policies	  (García	  2009:138).	  
Situational	  Factor	   Operational	  Factor	   Outcome	  Factor	  
1. Students	  
a. Target	  students	  
b. Social	  background	  
c. Linguistic	  background	  
2. Population	  diversity	  
1. Curriculum	  
2. Subjects	  
3. Initial	  literacy	  
4. Exit	  criteria	  
5. Materials	  
1. Linguistic	  
a. Shift	  
b. Addition	  
c. Maintenance	  
d. Revitalization	  
3. Language	  policy	  
4. Opportunity	   for	   language	  
use	  
a. Geography	  	  
b. Languages	  out	  of	  school	  
5. Status	  of	  languages	  
6. Linguistic	  characteristics	  
7. Attitudes	  
8. Economics	  
9. Religion,	   culture,	   and	  
ideologies	  
	  
6. Teachers	  
7. Language	  strategies	  
8. Parental	  involvement	  
9. Whole	  school	  
e. Development	   minoritized	  
language	  
f. Development	  
plurilingualism	  
2. Literacy	  
a. Literacy	   in	   majority	  
language	  
b. Receptive	  biliteracy	  
c. Partial	  biliteracy	  
d. Full	  biliteracy	  
3. Content-­‐matter	  
4. sociocultural	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The	  situational	  factors	  allow	  us	  to	  see	  the	  given	  context	  and	  discuss	  the	  variables	  in	  order	  to	  
promote	  a	  certain	  education	  type.	  When	  it	  comes	  to	  the	  first	  factor,	  students,	  there	  is	  a	  great	  
variety	  of	  them,	  nevertheless	  it	  is	  clear	  that	  any	  type	  of	  a	  learner	  can	  benefit	  from	  some	  form	  
of	   bilingual	   education.	   This	   includes	   the	   Deaf,	   who	   use	   sign	   language	   as	   their	   dominant	  
language	  (Brejle	  1999).	  Another	  factor	  determining	  bilingual	  education	  takes	  into	  account	  the	  
school	   population	   and	   the	   home	   languages	   used.	   As	   bilingual	   program	   for	   students	  whose	  
home	  languages	  are	  different	  will	  vary	  from	  a	  program	  designed	  for	  students	  who	  speak	  the	  
same	  home	  language.	  In	  the	  case	  when	  there	  are	  many	  different	  home	  languages	  used	  by	  the	  
students,	  as	  in	  India,	  for	  example,	  with	  1,652	  mother	  languages,	  the	  education	  program	  will	  
focus	   on	   linguistic	   comparative	   analysis	   of	   those	   languages.	   Whereas	   in	   the	   second	   type,	  
there	   will	   be	   more	   reliance	   on	   activities	   encouraging	   conversation	   in	   the	   target	   language	  
(García	   2009).	   Such	   scenario	   is	   possible	   in	   countries	   such	   as	   Luxembourg,	  where	   the	   three	  
official	   languages	  are	  available	  throughout	  the	  country	   inside	  and	  outside	  of	   the	  classroom.	  
There	  are	  countries	  which	  achieve	   success	   in	   teaching	  English	  as	  a	   second	   language,	  where	  
this	  is	  not	  their	  official	  language.	  However,	  there	  must	  be	  created	  great	  opportunities	  to	  use	  
this	   language	   outside	   of	   the	   classroom,	   through	  media,	   etc.	   One	   of	   the	   countries	   that	   has	  
tackled	   this	  problem	   successfully	   is	   Korea,	  where	   the	  government	  has	   created	   villages	  with	  
weekend	   and	   weekday	   programs	   in	   which	   English	   is	   used	   in	   drama,	   music,	   dance,	   global	  
awareness,	  and	  other	  areas.	  Such	  English	  villages	  are	  attended	  by	  about	  200	  students	  every	  
week.	   As	   it	   says	   on	   the	   official	   website	   (http://www.english-­‐
village.or.kr/exclude/userIndex/engIndex.do/	  Gyeonggi	  English	  Culture	  Foundation	  2006),	  the	  
Korean	   Global	   Villages	   are	   created	   to	   experience	   the	   English	   language	   and	   the	   cultures	   of	  
English-­‐speaking	   countries.	   They	   are	   intended	   to	   provide	   strong	   support	   for	   the	   public	   and	  
private	  English	  education	  system	  of	  Gyeonggi	  Province	  and	  for	  Korea	  as	  a	  whole.	  	  In	  addition	  
to	   learning	   and	   studying	   the	   international	   language,	   they	   want	  	  
to	   instill	   in	   students	   a	   better	   sense	   of	   their	   role	   in	   the	   global	   community.	   In	   fact,	   English	  
villages	   are	   language	   education	   institutions	   which	   aim	   to	   create	   a	   language	   immersion	  
environment	  for	  students	  of	  English	  in	  their	  own	  country.	  The	  concept	  is	  run	  as	  a	  commercial	  
venture	   in	  Spain	  and	   Italy.	  The	   first	  Global	  Village	  was	   set	  up	   in	  Valdelavilla,	   Spain	   in	  2001.	  
The	  English-­‐language	  immersion	  programs	  are	  currently	  being	  run	  by	  Richard	  Vaughan	  under	  
the	   name	   "VaughanTown"	   and	   take	   seven	   days	   in	   length	   (http://www.vaughantown.com).	  
The	  next	  one	  was	  established	  in	  Umbria,	  Italy	  in	  2005	  in	  Tevere	  Valley.	  This	  program	  in	  Italy,	  
known	  as	  Villaggio	   Inglese,	   follows	  the	  same	  format	  as	   the	  Pueblo	   Inglés	  programs	   in	  Spain	  
(http://www.diverbo.com/	   last	  accessed	  06	  2013).	  Another	  factor	  accountable	  for	  designing	  
bilingual	  education	  is	  related	  to	  language	  policies.	  The	  European	  Commission	  and	  Council	  of	  
Europe	  encourage	  bilingual	  education	  in	  Europe.	  However,	  not	  all	  of	  the	  European	  countries	  
support	   bilingual	   education	   in	   their	   official	   educational	   policy.	   France	   is	   one	   example	   of	   a	  
country	  that	  is	  hesitant	  to	  introduce	  bilingual	  education	  programs.	  Most	  countries,	  however,	  
allow	   schools	   to	   conduct	   single	   projects	   in	   multilingual	   education.	   Since	   official	   European	  
documents	   focus	   on	   Content	   and	   Language	   Integrated	   Learning	   (CLIL)	   as	   an	   effective	  
educational	   approach	   promoting	   multilingualism	   and	   developing	   intercultural	   competence	  
(Commission	   of	   the	   European	   Communities	   2005).	   In	   Italy	   the	   main	   language	   programs	  
initiatives	   are	   concentrated	   in	   the	  Northern	   part	   of	   the	   country.	   The	   TIE	   (Translanguage	   in	  
Europe)	  CLIL,	  was	  funded	  through	  Socrates-­‐Lingua	  Action	  A,	  and	  was	  one	  of	  the	  first	  official	  
Italian	   coordinated	  CLIL	  projects.	   In	  1998,	   together	  with	  nine	  partners	   from	  seven	  different	  
countries,	   the	   Regional	   Authority	   for	   Lombardy	   aimed	   at	   providing	   pre-­‐	   and	   in-­‐service	   CLIL	  
programs	  for	  language	  and	  non-­‐language	  teachers	  (Marsh	  &	  Langѐ	  1999).	  During	  two	  school	  
years	  of	  2002-­‐2003,	  the	  University	  of	  Venice	  in	  collaboration	  with	  IRRE	  (Regional	  Institute	  of	  
Educational	   Research)	   implemented	   	   a	   Project	   Apprendo	   in	   Lingua	   2,	   which	   involved	   14	  
secondary	   schools	   (Corniviera,	   Marangon	   &	   Miola	   2004).	   In	   2006,	   the	   Regional	   Education	  
Authority	  for	  Lombardy,	  the	  Centre	  Culturel	  and	  the	  Goethe-­‐Institut	  in	  Milan	  implemented	  a	  
new	   CLIL	   project.	   German	   and	   French	   teachers	   were	   trained	   in	   a	   blended	   learning	  
environment	  (Infante,	  Benvenuto	  &	  Lastrucci	  2008).	  	  
Most	  definitely,	  the	  status	  of	  a	  second	  language	  highly	  influences	  education	  programs.	  It	  can	  
also	   raise	   the	   status	   of	   threatened	   languages,	   as	   it	   happened	   in	   Catalonia,	   where	   both	  
languages,	   Catalan	   and	   Spanish	   received	   much	   of	   the	   government	   attention	   and	   support.	  
Catalonia’s	  education	  system	  is	  based	  on	  bilingual	  education.	  One	  of	   its	  objectives	  is	  that	  all	  
learners	  receive	  a	  good	  knowledge	  of	  the	  two	  official	  languages,	  Catalan	  and	  Spanish.	  Public	  
schools	   in	   Catalonia	  organize	   mainly	   two	   programs,	   one	   to	   maintain	   the	   family	   language	  
aimed	  at	  the	  Catalan-­‐speaking	  students,	  and	  another	  program	  of	  starting	  linguistic	  immersion	  
aimed	   at	   Spanish	   speaking	  children.	  Both	   are	   supported	   by	   very	   positive	   social	   attitudes	  
towards	  the	  Catalan	  language.	  Since	  1990,	  there	  has	  been	  a	  systematic	  evaluation	  of	  bilingual	  
education	   results	   in	   Catalonia.	   Regarding	   linguistic	   knowledge,	   there	   are	   no	   differences	  
between	  Catalan	  speaking	  and	  Spanish	  speaking	  students	   in	   their	  knowledge	  of	   the	  Spanish	  
language	  (Vila	  2011).	  	  
Economic	  evaluations	  of	  bilingual	  education	  are	  essential	   in	  considering	  this	  education	  type.	  
The	  cost	  of	  bilingual/multilingual	  education	  cannot	  however	  be	  calculated	  as	  the	  whole	  cost	  
of	   schooling,	   as	   children	   are	   obliged	   to	   attend	   school	   anyway.	   The	   real	   cost	   of	   introducing	  
language	  policies	  equal	  what	  is	  spent	  on	  top	  of	  the	  average	  educational	  expenses.	  Studies	  of	  
economics	   of	   education	   show	   input	   and	   output	   variables	   in	   education.	   García	   (2009)	  
describes	   input	  variables	  as	   those	  of	   the	  school-­‐kind	   (teaching	  experience,	  class	  size,	  size	  of	  
school,	   curriculum),	   and	   non-­‐school-­‐kind	   (peer	   influence,	   parental	   socioeconomic	   levels,	  
poverty,	  race,	  sex,	  family	  size)	  or	  manipulable	  kind	  (teaching	  load,	  class	  size,	  teacher	  salary)	  or	  
non-­‐manipulable-­‐kind	   (sex,	   race,	  age	  of	  students).	  Output	  variables,	  are	  defined	  as	   those	  of	  
consumption,	   which	   give	   short	   term	   individual	   benefits	   (enjoyment),	   or	   investment,	   which	  
provide	  long-­‐term	  individual	  and	  social	  benefits	  (acquisition	  of	  subject	  skills,	  improved	  health,	  
improved	  attitudes).	  The	  operational	  factors	  include	  variables	  within	  the	  educational	  system	  
itself.	  
2.7	  Curriculum	  planning	  
One	  of	  the	  most	  important	  factor	  which	  allows	  to	  introduce	  bilingual/multilingual	  education	  
program	  is	  curriculum.	  There	   is	  a	  great	  variety	  of	  programs,	  some	  make	  a	  radical	  shift	   from	  
one	   language	   to	   another,	   others	   focus	   on	   the	   language	   as	   a	   subject	   throughout	   the	  
curriculum	  as	   support	   to	   their	  use	  as	  a	  medium	   (e.g.	   European	  Schools).	  Curriculum	  covers	  
the	  educational	  aims	  of	  the	  program,	  the	  time	  of	  the	  introduction	  of	  the	  second	  language,	  the	  
content,	  subjects	  taught	  in	  L1	  or	  L2,	  and	  the	  percentage	  of	  time	  spent	  on	  both.	  The	  time	  used	  
on	   certain	   subjects	   differs,	   however,	   the	   subjects	   usually	   taught	   in	   L2	   are	   social	   sciences,	  
geography,	  history,	  art,	  physical	  education.	  However,	  no	  matter	  what	  subjects	  are	  chosen	  to	  
be	   taught	   in	   the	   additional	   language,	   the	   important	   factors	   here	   are	   progression	   and	  
continuity	   (García	  2009).	  Deficiency	  of	   those	   two	   factors	  may	   lead	   to	  unsuccessful	  bilingual	  
development	   in	   learners.	  Another	  obstacle	  may	  be	   finding	  qualified	   teachers,	   competent	   in	  
teaching	  a	  subject	  content	  through	  a	  second	  language.	  This	  is	  due	  to	  the	  fact	  that	  most	  of	  the	  
countries	   do	   not	   provide	   adequate	   pre-­‐service	   and	   in-­‐service	   education	   for	   teachers	  
operating	  within	  the	  systems.	  But	  most	  of	  all,	  bilingual	  education	  may	  only	  succeed	  when	  the	  
whole	  school	  and	  community	  is	  involved	  in	  promoting	  the	  usage	  of	  more	  than	  one	  language	  
on	  the	  school	  premises.	  
The	  outcome	   factor	   refers	   to	  what	  might	  be	  expected	   in	   terms	  of	   linguistic	  proficiency	  and	  
academic	  achievement	  from	  a	  given	  bilingual	  program	  in	  a	  certain	  context	  and	  its	  resources.	  
The	   linguistic	   goals	   of	   a	   particular	   bilingual	   education	   program	   may	   be	   as	   follows	   (García	  
2009:152).	  
• Shift	   to	  majority	   language	   and	   loss	   of	   the	   first	   language.	   This	   is	   the	   goal	   of	   transitional	  
bilingual	  education	  programs.	  
• Addition	  of	  an	  additional	  language	  at	  no	  cost	  to	  the	  first	  language.	  	  
• Maintenance	  of	  a	  minoritized	  language	  while	  developing	  proficiency,	  adding	  an	  additional	  
language.	  
• Revitalization	  of	  a	  threatened	  language.	  This	  is	  the	  goal	  of	  many	  Indigenous	  people.	  
• Development	   of	   a	   minoritized	   language.	   This	   is	   the	   goal	   of	   programs	   such	   as	   those	  
introduced	  in	  Catalonia	  and	  the	  Basque	  Country.	  
• Development	  of	  plurilingual	  proficiency.	  This	   is	   the	  goal	  of	  programs	   that	  encourage	   the	  
use	  of	  two	  or	  more	  languages	  in	  functional	  interrelationship	  and	  that	  include	  all	  children.	  
• Development	  of	  multiple	  languages.	  This	  is	  the	  goal	  of	  multilingual	  societies	  such	  as	  India,	  
but	   also	   of	   societies	   or	   groups	   that	   wish	   to	   have	   their	   citizens	   develop	   multilingual	  
proficiencies	  that	  include	  global	  languages.	  
Apart	   from	   the	   development	   of	   language	   proficiency,	   there	   is	   another	   important	   factor,	  
literacy.	  It	  is	  essential	  to	  establish	  whether	  a	  bilingual	  program	  is	  to	  promote	  biliteracy	  or	  not.	  
Many	  of	  the	  programs	  use	  one	  of	  the	  two	  languages	  only	  orally,	  and	  promote	  literacy	  only	  in	  
one	  of	  them	  (Monoliteracy).	  It	  might	  promote	  receptive	  literacy	  skills	  (Receptive	  biliteracy),	  or	  
partial	  biliteracy,	  where	   for	  example	  writing	   skills	  are	  not	  perceived	  as	  a	  priority.	  However,	  
many	   of	   the	   bilingual	   programs	   aim	   to	   develop	   full	   biliteracy,	   where	   the	   native	   speaker	  
proficiency	  is	  not	  required.	  Therefore	  the	  linguistic	  outcome	  may	  be	  (García	  2009:153)	  
minimal	  
partial	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  bilingualism	  
full	  	  
coupled	  with:	  
	  
	  	  	  	  	  minimal	  
partial	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  biliteracy	  
full	  	  
Nonetheless,	  no	  matter	  what	  type	  of	  bilingual	  program	  it	  is,	  the	  outcome	  should	  be	  similar	  to	  
those	  obtained	  in	  monolingual	  education,	  when	  it	  comes	  to	  the	  non-­‐linguistic	  content-­‐matter	  
subjects	   concerned	   (García	   2009).	   Bilingual	   education	   needs	   to	   concentrate	   on	   achieving	   a	  
balance	   between	   linguistic	   and	   non-­‐linguistic	   outcomes,	   and	   in	   particular	   the	   sociocultural	  
ones,	   as	   the	   situational,	   individual,	   and	   family	   factors	   are	   not	   determined	   by	   the	   school.	  
However,	   schools	   should	   cooperate	  with	   the	   communities	   and	   families	   towards	   a	   common	  
goal,	  which	  is	  student	  success.	  Understanding	  factors	  which	  influence	  students	  performance	  
helps	   schools	   build	   more	   effective	   bilingual	   education	   programs.	   Brisk	   (2010)	   affirms	   that	  
education	   of	   bilingual	   students	   is	   complex,	   as	   there	   are	   multiple	   factors	   influencing	   the	  
chances	  for	  success.	  Some	  of	  the	  factors	  that	  schools	  should	  take	  into	  account	  (Brisk	  2010):	  
	  
• Setting	  clear	  goals	  
• Creating	  an	  appropriate	  school	  climate	  by:	  
• Creating	  a	  bilingual	  bicultural	  society	  
• Knowing	  the	  bilingual	  students	  
• Setting	  high	  expectations	  for	  bilingual	  students	  
• Integrating	  the	  bilingual	  program	  into	  the	  school	  community	  
• Providing	  leadership	  and	  support	  for	  the	  bilingual	  program	  
• Hiring	  quality	  personnel	  willing	  and	  prepared	  to	  work	  with	  bilingual	  students	  
• Establishing	   productive	   partnerships	   with	   parents	   and	   communities	   of	   the	   bilingual	  
students.	  
	  Curriculum	  planning	  must	   respect	  a	  number	  of	  basic	  principles	   (Guide	   for	   the	  development	  
and	   implementation	   of	   curricula	   for	   plurilingual	   and	   intercultural	   education	   –	   GuideEPI	  
2010:8).	  
• Analysing	   the	   existing	   situation	   (particularly	   resources	   available)	   is	   an	   essential	  
preliminary,	  if	  innovation	  is	  to	  be	  a	  “step-­‐by-­‐step”	  and	  not	  an	  “all-­‐or-­‐nothing”	  process;	  
• Once	  the	  decision-­‐making	   levels	   involved	  have	  been	   identified,	  all	   the	  players	   (including	  
national	  and	   regional	  authority	   representatives)	  must	  be	   informed,	  brought	   into	   the	  process	  
and	   given	   any	   training	   they	   require,	   the	   aim	   being	   to	   create	   a	   school	   ethos	   and	   promote	  
networking.	  Communication	  and	  co-­‐ordination	  with	  civil	  society	  and	  the	  local	  community	  are	  
also	  desirable;	  
• Consistency	   of	   options	   -­‐	   within	   school	   years,	   throughout	   the	   different	   school	   years	   for	  
each	  subject,	  and	  between	  subjects	  -­‐	  must	  be	  aimed	  at.	  
	  
Identifying	   language	   needs,	   target	   competences	   and	   levels	   for	   each	   language	   activity,	  
devising	   curriculum	   scenarios,	   preparing	   syllabus	   documents,	   monitoring	   quality	   of	  
implementation,	   etc.	   These	   are	   all	   necessary	   stages	   in	   the	   process	   of	   designing	   a	   bilingual	  
curriculum.	   Developing	   and	   implementing	   a	   curriculum	   entail	   many	   actions	   –	   political	  
piloting,	   planning	   and	   development,	   implementation,	   evaluation	   –	   on	   various	   levels	   of	   the	  
school	   system,	   from	  the	  “supra”	   to	   the	  “nano”	   (This	   level-­‐based	  approach	  derives	   from	  the	  
work	   of	   the	   SLO	   (Netherlands	   Institute	   for	   Curriculum	   Development,	   Akker	   2006,	   Thijs	   &	  
Akker	   2009),	   where	   various	   curriculum	   instruments	   are	   used	   as	   shown	   in	   the	   Table	   below	  
(Guide	  for	  the	  development	  and	  implementation	  of	  curricula	  for	  plurilingual	  and	  intercultural	  
education	  –	  GuideEPI	  2010:13).	  
The	  curriculum	  on	  different	  levels	  of	  the	  education	  system	  
International,	  comparative	  (SUPRA)	  
e.g.	   international	   reference	   instruments,	   such	   as	   the	   Common	   European	   Framework	   of	  
Reference	   for	   Languages,	   international	   evaluation	   studies	   like	   the	   PISA	   survey	   or	   the	  
European	  Indicator	  of	  Language	  Competence,	  analyses	  carried	  out	  by	  international	  experts	  
(Language	  education	  policy	  profile),	  study	  visits	  to	  other	  countries,	  etc.	  
National	  (education	  system),	  state,	  region	  (MACRO)	  
e.g.	  study	  plan,	  syllabus,	  strategic	  specific	  aims,	  common	  core,	  training	  standards	  
School,	  institution	  (MESO)	  
e.g.	   adjustment	   of	   the	   school	   curriculum	  or	   study	   plan	   to	  match	   the	   specific	   profile	   of	   a	  
school	  
Class,	  group,	  teaching	  sequence,	  teacher	  (MICRO)	  
e.g.	  	  course,	  textbook	  used,	  resources	  
Individual	  (NANO)	  
e.g.	  individual	  experience	  of	  learning,	  life-­‐long	  (autonomous)	  personal	  development	  
Table	  13	  
	  
Careful	   attention	   to	   various	   components	   in	   curriculum	   planning	   and	   consideration	   of	   the	  
suitability	   of	   each	   to	   the	   various	   organisational	   levels	   mentioned	   above	   (from	   “nano”	   to	  
“supra”)	  may	   help	   to	   provide	   the	   clarity	   needed	   to	   strengthen	   teaching/learning	   processes	  
(Guide	  for	  the	  development	  and	  implementation	  of	  curricula	  for	  plurilingual	  and	  intercultural	  
education	   –	  GuideEPI	   2010:14).	   The	   ten	   components	   listed	   below	   reflect	   a	   learner-­‐centred	  
approach	  (Akker	  2006).	  
Components	  of	  curriculum	  planning	  
Components	   Commonest	  level	  
1) General	  aims	   What	  is/are	  the	  learners’	  aim/s	  in	  
learning?	  
MACRO	  
(nation,	  state,	  region)	  
	  2) Specific	  aims/competences	  	  	   What	  aims	  are	  they	  pursuing/are	  
assigned	  to	  them?	  
3) Content	   What	  are	  they	  required	  to	  learn?	   	  
4) Approaches	  and	  activities	   How	  are	  they	  required	  to	  learn?	   MICRO	  (class)	  and	  MESO	  
(school)	  
5) Grouping	  and	  location	  
	  
Where,	  and	  with	  whom,	  do	  they	  
learn?	  
	  
6) Time	   When	  do	  they	  learn?	  How	  much	  
time	  do	  they	  have?	  
	  
7) Aids	  and	  resources	   With	  what	  do	  they	  learn?	   	  
8) Role	  of	  teachers	   How	  do	  teachers	  promote,	  organise	  
and	  facilitate	  learning	  processes?	  
	  
9) Co-­‐	  operation	   What	  types	  of	  co-­‐operation,	  
particularly	  between	  teachers,	  are	  
needed	  to	  facilitate	  learning?	  
	  
10) Evaluation	   How	  are	  progress	  and	  acquired	  
competences	  evaluated?	  
From	  NANO	  (individual)	  to	  
SUPRA	  (international)	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Responsibilities	  may	   be	   differently	   divided	   in	   different	   school	   systems.	   Thus,	   teaching	   aids	  
(component	   7)	  may	   also	   be	   considered	   at	   “macro”	   level,	   e.g.	  when	   a	   particular	   aid	   is	   used	  
throughout	   a	   region.	   Similarly,	   the	   “macro”	   level	   may	   be	   less	   involved	   in	   determining	  
curriculum	   content	   and	   activities	   (components	   3	   and	   4),	   and	   schools	   (“meso”)	   or	   even	  
teachers	   (“micro”)	   be	   given	   more	   freedom	   of	   choice.	   Efficient	   curriculum	   management	  
requires	   co-­‐operation	   (component	   9),	   between	   teachers	   of	   various	   language	   and	   non-­‐
language	   subjects,	   especially	   at	   “meso”	   level	   in	   schools.	   The	   questions	   which	   emerge	   in	  
curriculum	   planning	   are	   closely	   connected,	   and	   any	   attempt	   to	   take	   decisions	   on	   one	  
component	  without	   taking	   full	  account	  of	   the	  other	  parameters	   listed	   in	   this	   table	  above	   is	  
certain	  to	  fail.	  
Schools	   that	  wish	   to	   incorporate	  a	  bilingual	   education	  program	  should	   follow	   the	   following	  
goals	  for	  bilingual	  learners.	  These	  goals	  address	  the	  outcomes	  by	  which	  a	  program	  is	  viewed	  
as	  successful	  (Brisk	  2010:97):	  
• Language	  proficiency	  to	  academic	  grade	  level	  
• Sociocultural	  integration	  to	  their	  ethnic	  community	  and	  the	  society	  at	  large.	  
• Academic	  achievement	  as	  defined	  by	  school	  for	  all	  students.	  
	  
Additionally	   schools	   ought	   to	   set	   goals	   involving	   families	   and	   the	   whole	   community	   in	  
children’s	  bilingual	  education,	  as	  the	  use	  of	  home	   language	  and	  culture	  promotes	  academic	  
achievement	  of	  bilingual	  students.	  Nevertheless,	  academic	  achievement	  of	  bilingual	  learners	  
should	  also	  be	  designed	   in	  accordance	  with	   the	  most	   recent	   research	  results	  which	  suggest	  
that	   bilingual	   education	   should	   embrace	   the	   development	   of	   good	   thinkers	   and	   problem	  
solvers	  (Brisk	  2010).	  It	  is	  through	  authentic	  language	  use,	  via	  project	  work,	  that	  students	  learn	  
to	  organize	  and	  analyze	  arguments	  using	   tools	   from	  various	  disciplines,	   separate	   facts	   from	  
opinions,	  expand	  personal	  viewpoints,	  respect	  diverse	  beliefs	  and	  feelings,	  explain	  distinctly,	  
listen	  attentively,	  acquire	  required	  knowledge,	  and	  enjoy	  the	  learning	  process	  (Sizer	  1992).	  To	  
achieve	  those	  aims	  school	  communities	  should	  (Brisk	  2010:101):	  
	  
• Forster	  positive	  attitudes	  toward	  bilingual	  students’	  home	  languages,	  
• Encourage	  positive	  attitudes	  toward	  English	  and	  English	  speakers,	  
• Nurture	  positive	  attitudes	  toward	  the	  cultural	  background	  of	  students	  and	  staff,	  
• Face	  linguistic	  and	  cultural	  conflicts.	  
	  
Other	   aspects	   of	   bilingual	   education	   which	   should	   be	   taken	   into	   consideration	   in	   order	   to	  
improve	  bilingual	  development,	  are	  curriculum,	  pedagogies,	  individual	  learners,	  communities	  
and	  the	  balance	  between	  all	  of	  them	  (García	  2009).	  
	  
Recently	  the	  views	  of	  the	  researchers	  on	  the	  most	  effective	  way	  to	  foster	  learners’	  L1	  and	  L2	  
are	   corresponding.	   Schools	   should	   support	   students’	   home	   language	   development,	   as	   this	  
positively	   affects	   second	   language	   acquisition	   and	   academic	   achievement.	   The	   strongest	  
predictor	  of	   L2	   student	  achievement	   is	   amount	  of	   formal	   L1	   schooling.	  The	  more	   L1	  grade-­‐
level	   schooling,	   the	  higher	  L2	  achievement	   (Thomas	  &	  Collier	  2002:9).	   Language	  proficiency	  
means	   being	   competent	   in	   the	   four	   areas:	   grammatical,	   sociolinguistic,	   discourse,	   and	  
strategic	   (Swain	   1984).	   These	   competences	   are	   developed	   individually	   and	   up	   to	   different	  
levels	   for	   oral	   and	   written	   language.	   Grammatical	   knowledge	   includes	   knowledge	   of	  
vocabulary,	   pronunciation,	   spelling,	   and	   word	   and	   sentence	   formation.	   Sociolinguistic	  
competence	  requires	  understanding	  and	  appropriately	  producing	  language	  for	  a	  given	  topic,	  
purpose	  of	   interaction,	  and	  other	  contextual	   factors.	  Discourse	  competence	   is	   the	  ability	   to	  
form	   oral	   and	  written	   texts	   in	   different	   genres	   that	   are	  well	   constructed	   and	  make	   sense.	  
Strategic	   competence	   implicates	   the	   ability	   to	   communicate	   or	   manage	   when	   there	   is	   no	  
sufficient	   proficiency	   in	   any	   of	   the	   above	   areas	   (Brisk	   2010).	   Language	   development	   is	  
supported	  by	  use,	  therefore	  schools	  need	  to	  encourage	  the	  use	  of	  learners’	  home	  and	  second	  
language,	  at	  school,	  home	  and	  in	  the	  community.	  Students	  should	  encounter	  both	  languages	  
at	  school	  and	  outside	  of	  school,	  in	  order	  to	  achieve	  best	  results	  in	  both	  of	  them.	  Nonetheless,	  
it	  is	  a	  complex	  task	  to	  use	  both	  of	  the	  languages	  appropriately	  as	  the	  languages	  of	  instruction	  
at	  school.	  Every	  school	  needs	  to	  decide	  on	  bilingual	  allocation,	  meaning	  the	  time	  spent	  on	  the	  
instruction	  in	  L1	  and	  L2.	  The	  most	  common	  time	  division	  is	  the	  50:50	  scenario	  where	  half	  of	  
the	  school	  subjects	  are	  taught	  in	  one	  language	  and	  the	  other	  half	  in	  the	  other.	  This	  is	  the	  case	  
with	  CLIL	  programs.	  The	  other	  common	  strategy	   is	   to	   implement	  the	  90:10	  scenario,	  where	  
one	   language	   is	   used	   90%	  of	   the	   time,	   and	   the	   additional	   10%	  of	   the	   time,	   in	   CLIL-­‐type	   of	  
programs.	   In	  general,	  bilingual	  education	  programs	  have	  a	  sliding	  bilingual	  allocation,	  which	  
means	   that	   the	   allocation	   of	   time	   changes	   as	   bilingualism	   develop.	   One	   example	   of	   this	  
design	   is	   the	   transitional	   bilingual	   education,	   where	   students	   start	   with	   the	   90:10	   plan.	  
Learners	  home	  language	  is	  used	  for	  the	  90%	  of	  time	  while	  the	  second	  one	  is	  being	  learned.	  As	  
children’s	   second	   language	   skills	   improve	   and	   the	   instruction	   can	   be	   provided	   via	   their	   L2,	  
then	  the	  number	  of	  hours	   is	   increased.	  By	  the	  end	  of	  child’s	  school	  education,	  the	  model	   is	  
reversed	  with	  90%	  of	   time	   in	  the	  second	   language.	   Immersion	  education	  programs	  also	  use	  
sliding	  bilingual	  allocation.	  In	  the	  immersion	  types,	  usually	  100%	  of	  time	  is	  initially	  devoted	  to	  
instruction	   in	  students’	  L2,	  and	  students’	  home	  language	   is	  progressively	  used	  until	   the	  two	  
languages	   are	   used	   in	   a	   50:50	   proportion.	   However,	   in	   the	   developmental	   education	  
programs	  the	  initial	  instruction	  follows	  the	  90:10	  model,	  where	  the	  minority	  language	  is	  used	  
in	   90%	   of	   the	   instruction	   time,	   in	   order	   to	   be	   strengthened,	   and	   similarly,	   as	   in	   the	   other	  
programs,	   both	   of	   the	   languages	   are	   usually	   allocated	   equal	   time	   in	   the	   curriculum.	  
Regardless	   of	   the	   program,	   all	   bilingual	   schools	   must	   take	   decisions	   about	   the	   bilingual	  
allotment	   in	   their	   curriculum	   (García	   2009).	   Another	   vital	   issue	   in	   creating	   the	   bilingual	  
curriculum	   is	   related	   to	  how	   the	   languages	  will	   be	  used	  or	   arranged	   in	   the	   curriculum.	  The	  
languages	   can	   be	   either	   strictly	   separated	   or	   used	   flexibly.	   Flexible	   language	   arrangements	  
can	   lead	   to	   convergence,	   which	   is	   the	   result	   of	   the	   dominance	   of	   one	   language,	   or	   to	  
multiplicity	   of	   languages.	   Hence,	   the	   division	   into	   three	   different	   types	   of	   language	  
arrangements	  (García	  2010:291):	  
	  
1. strict	  separation	  
2. flexible	  convergence	  
3. flexibility	  multiplicity	  
	  
Strict	   separation	   refers	   to	   those	   bilingual	   education	   programs	   following	   additive	   bilingual	  
frameworks,	   such	   as	   prestigious	   bilingual	   education,	   immersion	   bilingual	   education,	   and	  
maintenance	   bilingual	   education	   programs.	   The	   way	   the	   languages	   are	   to	   be	   separated	  
observe	  four	  strategies	  (García	  2009:292):	  
	  
• time-­‐determined	  separation	  
• teacher-­‐determined	  separation	  
• place-­‐determined	  separation	  
• subject-­‐determined	  separation	  
	  
	  Administrators	   and	   teachers	   are	   responsible	   for	   making	   decisions	   concerning	   the	   time-­‐
determined	  factors.	  There	  are	  various	  options	  of	  such	  arrangements:	  
	  
• half-­‐	  or	  part-­‐day	  
• alternate-­‐day	  
• alternate-­‐week	  
	  
Schools	  that	  decide	  on	  half-­‐	  or	  part-­‐day	  option	  should	  assign	  the	  time	  of	  day	  that	  would	  be	  
associated	  with	  one	   language	  or	  another.	  One	  of	   the	  things	   important	   to	  establish	  whether	  
learners	  should	  continue	  to	  work	  in	  the	  same	  language	  every	  day	  for	  a	  certain	  period	  of	  time	  
to	  offer	  more	  continuity	  and	  reinforcement.	  Some	  of	  the	  schools	  decide	  on	  switching	  time	  of	  
day	  for	  language	  instruction,	  providing	  what	  is	  known	  as	  the	  roller-­‐coaster	  arrangement	  with	  
language	  alternation.	  Other	  schools	  incline	  towards	  the	  scenario	  where	  the	  same	  language	  is	  
used	   during	   the	   same	   time	   of	   day,	   in	   order	   to	   maintain	   consistency.	   This	   is	   known	   as	  
language	   alteration	   (García	   2009).	   If	   there	   is	   only	   one	   bilingual	   teacher,	   working	  with	   one	  
group	   of	   students,	   the	   time	   devoted	   to	   both	   of	   the	   languages	   can	   be	   determined	   by	   the	  
teacher,	   switching	   languages	   at	   specific	   times.	   When	   it	   comes	   to	   the	   teacher-­‐determined	  
factor,	  here	  one	   teacher	   communicates	  only	   in	  one	   language	  and	   the	  other	   teacher	   speaks	  
only	   the	   second	   language.	   There	   are	   two	   variations	   of	   such	   a	   model,	   two	   teachers,	   two	  
classrooms,	  or	  two	  teachers,	  one	  classroom.	  The	  first	  example	  combines	  teacher-­‐determined,	  
with	   time	   determined	   separation.	  One	  of	   the	   teachers	   teaches	   the	   students	   at	   an	   assigned	  
time	   of	   the	   day,	   while	   at	   the	   same	   time	   another	   teacher	   teaches	   in	   the	   other	   language.	  
Subsequently,	   the	   two	   teachers	   switch	   children.	   In	   the	   second	   variation,	   two	   teachers,	   one	  
classroom,	  both	  of	  the	  teachers	  stay	  within	  one	  classroom.	  They	  speak	  only	  one	  language	  to	  
the	   children,	  but	  are	  able	   to	   facilitate	   their	   learning,	   as	   they	  are	  both	  bilingual	   themselves.	  
This	   secures	   the	   support	   in	   the	   language	   children	   know	  best.	   The	   only	   disadvantage	   is	   the	  
cost	   of	   having	   two	   teachers	   in	   one	   classroom	   at	   the	   same	   time.	   In	   the	   case	   of	   teaching	   a	  
minority	   language,	   if	   there	   is	  a	   support	   teacher	  accountable	   for	   the	  minority	   language,	  and	  
the	   main	   class	   teacher	   uses	   the	   majority	   language,	   then	   there	   is	   a	   risk	   of	   the	   minority’s	  
language	   being	   stigmatized.	   In	   the	   place-­‐determined	   model,	   one	   classroom	   is	   used	   for	  
instruction	  in	  one	  language,	  and	  a	  different	  classroom	  for	  instruction	  in	  the	  other.	  This	  model	  
is	  used	   in	  many	  of	  the	  bilingual	  and	  immersion	  programs	  in	  Europe	  and	  the	  world.	   It	  allows	  
for	   many	   classroom	   arrangements	   to	   be	   made,	   such	   as	   decorations,	   books,	   and	   other	  
supplementary	  materials	   to	  be	   in	  one	  place.	  The	  disadvantage	  might	  be	   that	   it	  discourages	  
contrastive	  analyses	  of	  the	  two	  languages,	  a	  strategy	  that	  may	  be	  found	  advantageous	  in	  the	  
later	   stages	   of	   bilingual	   development.	   Most	   commonly,	   such	   arrangement	   is	   also	   teacher-­‐
determined	   (García	  2009).	   The	   subject-­‐determined	  model	  occurs	  when	   specific	   subjects	   are	  
taught	   through	   one	   language	   or	   another.	   This	   plan	   is	   most	   often	   applied	   in	   bilingual	  
secondary	   schools,	   where	   some	   of	   the	   teachers	   are	   using	   one	   language	   for	   a	   subject,	   and	  
others	   teach	   other	   subjects	   in	   the	   other	   language.	   This	   type	   of	   a	   setting	   is	   referred	   to	   as	  
Partial	   Biliterate	   Bilingual	   program.	   There	   is,	   of	   course,	   a	   possibility	   of	   teaching	   all	   of	   the	  
subjects	  in	  both	  of	  the	  languages,	  this	  is	  the	  type	  of	  a	  program	  that	  Fishman	  (1976)	  calls	  Full	  
Biliterate	   Bilingualism.	   However,	   it	   seems	   unnecessary,	   as	   it	   does	   not	   reflect	   a	   genuine	  
societal	  reality.	  	  
Flexible	  convergence,	  as	  mentioned	  above,	  may	  lead	  to	  the	  dominance	  of	  one	  language	  over	  
another,	   as	   its	   aim	   is	   to	   encourage	   language	   shift.	   It	   is	   employed	   in	   subtractive	   bilingual	  
frameworks,	   and	   follows	   two	   patterns,	   random	   code-­‐switching,	   and	   monoliterate	  
bilingualism.	   Code-­‐switching	   is	   just	   as	   natural	   for	   bilinguals	   as	   style-­‐switching	   for	  
monolinguals.	  Bilingual	  speakers	  code-­‐switch	  for	  various	  reasons,	  for	  communicative	  or	  social	  
purposes.	   Some	   of	   the	   bilingual	   teachers	   also	   tend	   to	   code-­‐switch	   during	   lessons	   and	   for	  
similar	  motives.	  However,	  if	  the	  code-­‐switching	  happens	  at	  random,	  and	  is	  not	  controlled,	  it	  
may	  influence	  the	  effectiveness	  communication	  in	  the	  second	  language,	  and	  therefore	  not	  be	  
appropriate	   in	   an	   educational	   context.	   Teachers	   may	   feel	   that	   they	   are	   aiding	   students’	  
comprehension	   of	   a	   subject	  matter,	   and	   shift	   back	   and	   forth	   between	   the	   two	   languages,	  
often	  without	  thinking	  why	  they	  are	  doing	  so.	  In	  such	  random	  switching	  teachers	  lose	  control	  
of	  why	   the	   switch	   is	  made,	   and	   as	   a	   result	   they	  may	   promote	   the	   shift	   towards	   the	  more	  
powerful	   language,	   which	   can	   inhibit	   bilingualism.	   In	   other	   words,	   they	   teach	   the	   same	  
content	  concurrently,	  which	  is	  known	  as	  Concurrent	  Translation.	  Other	  uses	  of	  code-­‐switching	  
in	   the	   classroom	   include	   imitating	   the	   language	   which	   the	   child	   used	   or	   occur	   to	   engage	  
emotionally	  with	  the	  child	  or	  take	  disciplinary	  actions.	   In	  recent	  years,	  CLIL	  studies,	  devoted	  
to	  code-­‐switching,	  have	  shown	  that	  if	  it	  is	  appropriately	  understood	  and	  legitimately	  applied	  
then	   it	   can	  have	  positive	  effects	  on	   learners’	   cognitive	   skills	   for	   the	  content	  matter	  of	  non-­‐
language	   subjects,	   e.g.	   mathematics	   or	   history	   (Gajo	   2007).	   Abilities	   such	   as	   translation,	  
language	  switching,	  and	  designing	  information	  bilingually	  will	  be	  increasingly	  important	  in	  the	  
21st	   century	   bilingualism	   (García	   2009).	   The	  monoliterate	   bilingualism,	   on	   the	   other	   hand,	  
requires	  literacy	  only	  in	  the	  dominant	  language.	  	  
Flexible	  multiplicity	  is	  a	  concept	  of	  bilingualism	  which	  is	  to	  be	  dynamic	  and	  adaptive	  in	  nature	  
towards	   the	  demands	  of	  modern	  bilingualism	   that	  needs	   to	  be	  build	  on	   translanguaging	  as	  
the	   only	   way	   to	   build	   plurilingual	   abilities	   that	   will	   be	   needed	   in	   the	   future.	   Bilingual	  
education	   programs	  which	   develop	   bilingualism	   by	   building	   on	   translanguaging	   ensure	   the	  
functional	   interrelationship	   of	   the	   languages	   used	   in	   school.	   The	   following	   flexible	  multiple	  
bilingual	   factors	   can	   develop	   the	   multiplicity	   of	   multilingual	   practices	   that	   are	   important	  
today	  (García	  2009:298).	  
	  
• responsible	  code-­‐switching	  both	  ways	  
• preview/view/review	  
• translanguaging	  
• co-­‐languaging	  
• cross-­‐linguistic	  work	  and	  awareness	  
	  
The	  first	  factor,	  code-­‐switching	  has	  been	  described	  by	  Ferguson	  (2003:46)	  as	  something	  that	  
‘is	   not	   only	   prevalent	   across	   a	   wide	   range	   of	   educational	   settings	   but	   also	   seems	   to	   arise	  
naturally,	   as	   a	   pragmatic	   response	   to	   the	   difficulties	   of	   teaching	   content	   in	   a	   language	  
medium	   over	   which	   pupils	   have	   imperfect	   control.	   Moreover,	   because	   teaching	   is	   an	  
adrenalin-­‐fuelled	   activity,	   making	   numerous	   competing	   demands	   on	   one’s	   attentional	  
resources,	  much	  switching	  takes	  place	  below	  the	   level	  of	  consciousness.	  Teachers	  are	  often	  
simply	  not	  aware	  of	  when	   they	   switch	   languages,	  or	   indeed	   if	   they	   switch	  at	  all.’	  However,	  
code-­‐switching	   is	   increasingly	   seen	   as	   a	   effective	   source	   for	   mitigating	   the	   difficulties	   of	  
learning	  through	  a	  second	  language,	  if	  properly	  understood,	  and	  appropriately	  applied	  that	  is.	  
Therefore,	  an	  awareness	  of	  its	  usefulness	  and	  prevalence	  should	  be	  incorporated	  into	  teacher	  
education	   nowadays.	   Bloom	   (2008)	   has	   observed	   that	   code-­‐switching	   is	   a	   scaffolding	  
technique	   in	  bilingual	  classrooms,	  which	  makes	   the	  second	   language	  more	  comprehensible.	  
Learners’	   home	   languages	   are	   known	   to	   be	   an	   important	   resource	   in	   learning	   a	   foreign	  
language,	  in	  which	  case	  responsible	  code-­‐switching	  (De	  Beer	  2001)	  should	  indeed	  be	  seen	  as	  a	  
way	   of	   supporting	   meaningful	   input	   and	   maintaining	   the	   connection	   between	   the	   two	  
languages.	  Code-­‐switching	  by	  the	  teacher	  may	  be	  employed	  to	  signal	  the	  start	  of	  a	  lesson	  or	  a	  
transition	  in	  the	  lesson,	  to	  indicate	  an	  interaction	  with	  a	  particular	  student,	  or	  as	  a	  means	  to	  
move	  from	  teaching	  content	  to	  classroom	  management	  (Baker	  2011).	  Teachers	  therefore	  use	  
code-­‐switching	   when	   explaining,	   clarifying	   and	   facilitating	   understanding.	   Children	   also	  
initiate	  code-­‐switching	  in	  the	  classroom.	  They	  tend	  to	  copy	  their	  teachers	  in	  doing	  so,	  but	  are	  
also	   influenced	  by	  their	  peers	  when	  working	   in	  groups.	  The	  amount	  of	   time	  spent	  on	  code-­‐
switching	  in	  the	  classroom	  varies	  and	  depends	  on	  school	  policies.	  O’Neill	  and	  Velasco	  (2007)	  
propose	   ways	   in	   which	   teachers	  may	   advance	   advantageous	   and	   responsible	   use	   of	   code-­‐
switching	  (García	  2009:299).	  
	  
• when	  providing	  the	  definition	  of	  a	  word	  
• when	  providing	  a	  linguistic	  summary	  
• when	  providing	  a	  summary	  of	  a	  lesson	  in	  one	  language	  so	  that	  the	  child	  can	  derive	  more	  
meaning,	  as	  well	  as	  focus	  on	  the	  language	  structures.	  
	  
Gajo	  and	  Serra	  (1999)	  have	  conducted	  their	  research	  in	  the	  Val	  d’Aoste	  region	  of	  north	  Italy,	  
where	  a	   French-­‐Italian	  bilingual	  program	  was	   introduced.	   They	  observed	  an	  effective	   code-­‐
switching	  between	  teachers	  and	   learners,	  where	  both	   languages	  were	  used	  with	  the	  aim	  of	  
eliminating	   linguistic	   barriers.	   Therefore,	   the	   aim	   is	   not	   to	   teach	   code-­‐switching,	   but	   to	  
employ	  its	  natural	  occurrence	  in	  the	  classroom,	  so	  as	  to	  promote	  knowledge	  and	  skills.	  	  	  
Another	   example	   of	   multiple	   bilingual	   arrangement	   is	   known	   as	   Preview/view/review.	  
Sometimes	  in	  a	  bilingual	  curriculum	  one	  language	  is	  used	  to	  preview	  the	  lesson,	  another	  one	  
to	  view	  the	  lesson,	  and	  one	  of	  the	  two	  languages	  to	  review	  it.	  When	  the	  languages	  chosen	  to	  
preview,	   view	   and	   review	   all	   differ,	   then	   this	   process	   can	   be	   regarded	   as	   an	   instance	   of	  
convergent	   multiple	   arrangement.	   This	   model	   of	   teaching	   is	   most	   common	   in	   secondary	  
schools	  where	  the	  teacher	  introduced	  a	  topic	  in	  students’	  L1,	  the	  preview,	  and	  then	  a	  lesson	  
is	   taught	   in	   learners’	  L2,	   the	  view.	  The	   lesson	   is	   reviewed	   in	  a	   language	  best	  understood	  by	  
the	   students.	  There	  are	  however	  occasions	  when	   this	  procedure	   is	   reversed.	   Such	   situation	  
may	  occur	   in	  a	  secondary	  or	   tertiary	  classroom,	  where	  students	  are	  at	   the	  beginning	  of	   the	  
emergent	  bilingual	  period.	  Teacher	  may	  then	  begin	  the	  lesson	  in	  students’	  L2,	  by	  pre-­‐teaching	  
all	  necessary	  vocabulary,	   conduct	  a	   lesson	   in	   the	   language	  understood	  by	   the	   students	  and	  
review	   the	   lesson	   in	   the	   additional	   language	   (García	   2009).	   Yet	   another	   multiple	   bilingual	  
arrangement	   that	   can	   aid	   bilingualism	   is	   known	   as	   Translanguaging.	   This	   term	   has	   first	  
appeared	  when	  Cen	  Williams	  (1996)	  first	  developed	  it	  as	  a	  curriculum	  arrangement	  in	  Wales.	  
He	  has	  developed	  the	  term	  translanguaging	  to	  describe	  a	  process	  of	  using	  two	  languages	   in	  
the	  same	  lesson,	  but	  in	  a	  very	  organized	  and	  systematic	  way	  (Baker	  2011).	  In	  translanguaging	  
the	  input	  and	  output	  are	  conducted	  in	  two	  different	  languages.	  It	  implies	  working	  on	  hearing,	  
signing,	  or	  reading	  in	  one	  language,	  and	  activities	  such	  as	  the	  development	  of	  oral	  discussion,	  
writing	   of	   passages,	   the	   development	   of	   projects	   and	   experiments	   in	   another	   language.	  
Williams	  sees	  four	  advantages	  of	  translanguaging	  (García	  2009:302):	  
	  
• deeper	  understanding	  of	  the	  subject	  matter	  
• development	  of	  competence	  in	  the	  weaker	  language	  
• home-­‐school	  co-­‐operation	  
• integration	  of	  fluent	  speakers	  with	  early-­‐level	  learners	  
	  
He	  is	  one	  of	  the	  first	  researchers	  who	  suggested	  that	  there	  is	  a	  need	  for	  strategic	  classroom	  
language	   planning,	   and	   that	   it	   may	   result	   in	   effective	   content	   learning.	   However,	   more	  
recently	  the	  view	  of	  strict	  language	  separation	  is	  beginning	  to	  shift	  towards	  using	  more	  than	  
one	  language	  in	  the	  same	  lesson	  (Baker	  2010).	  
Baker	   (2001)	   clarifies,	   that	   translanguaging	   is	   not	   about	   code-­‐switching,	   but	   rather	   about	   a	  
process	   that	   standardizes	   bilingualism	   without	   functional	   separation.	   García	   (2009)	   also	  
suggests	  that	  translanguaging	  is	  not	  code-­‐switching	  but	  more	  about	  hybrid	  language	  use	  that	  
is	   systematic,	   strategic	   and	   makes	   sense	   for	   speaker	   and	   listener.	   It	   is	   said	   that	   hybrid	  
language	   use	   in	   a	   bilingual	   classroom	   builds	   on	   the	   use	   and	   study	   of	   languages	   cross-­‐
linguistically	  to	  expand	  students’	  oral	  and	  written	  expression	  (García	  2009).	  However,	  Manyak	  
(2002)	  who	   studied	   primary	   school	   students	   in	   bilingual	   classrooms,	   found	   that	   the	   hybrid	  
literacy	  pedagogy	  is	  useful	  but	  not	  all	  of	  the	  students	  benefit	  from	  it	  equally.	  Nonetheless,	  the	  
above	   shows	   that	   there	  are	  no	   clear	  borders	  between	   the	   languages	  of	  bilinguals,	   the	   only	  
notion	   that	   is	   evident	   is	   functional	   integration.	   García	   refers	   to	   this	   notion	   as	   dynamic	  
bilingualism,	   where	   the	   two	   languages	   are	   interconnected	   and	   used	   to	   negotiate	  meaning	  
and	   situations.	   Translanguaging	   differs	   however	   from	   the	   monoliterate	   language	  
arrangement,	  where	   the	   home	   language	   is	   used	   to	   explain	  meaning,	   and	   literacy	   skills	   are	  
only	  gain	  in	  one	  language.	  In	  translanguaging	  the	  assignment	  of	  one	  language	  to	  be	  input	  or	  
output	  is	  regularly	  varied	  so	  as	  to	  provide	  learners	  with	  an	  opportunity	  to	  use	  both	  languages	  
receptively	  (understanding	  and	  reading)	  and	  productively	  (reading	  and	  writing),	  which	  is	  why	  
this	  type	  of	  use	  of	  two	  languages	  is	  especially	  useful	  at	  secondary	  and	  tertiary	  level.	  However,	  
there	  are	  also	   incidents	  of	  translanguaging	   in	  the	  primary	  sector,	  where	   it	  occurs	  despite	  of	  
the	  fact	  that	   in	  most	  of	  the	  bilingual	  schools	  the	  use	  of	  both	   languages	   is	  carefully	  planned.	  
One	  example	  of	   such	  practice	  may	   refer	   to	   children	  working	   in	  groups	  and	  using	   languages	  
flexibly	  to	  support	  their	  understandings	  and	  constructing	  conceptual	  and	  linguistic	  knowledge	  
(García	   2009).	   However	   translanguaging	  may	   only	   be	   successful	   if	   learners’	   both	   languages	  
are	   fairly	   equally	   developed.	   It	   is	   not	   effective	   in	   classes	   where	   students	   are	   at	   the	   early	  
stages	   of	   learning	   a	   language.	   Nevertheless,	   a	   child	   having	   difficulties	   with	   processing	   the	  
information	   in	   a	   second	   or	   third	   language,	   should	   always	   be	   allowed	   to	   turn	   to	   their	   first	  
language	  for	  thinking	  and	  to	  find	  answers	  and	  to	  be	  able	  to	  achieve	  success.	  Children’s	  first	  
language	   is	   the	   best	   resource	   for	   the	   child	   to	   refer	   to	   during	   an	   assigned	   cognitively	  more	  
demanding	   task,	   including	   in	   private	   speech	   and	   in	   retrieving	   information	   from	   memory.	  
Insisting	  on	  a	  child	  to	  work	  only	  in	  a	  second	  or	  third	  language	  means	  impairing	  their	  thinking	  
power	  (Baker	  2011).	  However,	  the	  way	  child’s	  native	  language	  is	  used	  in	  a	  classroom	  should	  
be	  carefully	  planned	  in	  a	  developmental	  and	  strategic	  manner,	  with	  a	  language’s	  sociocultural	  
purpose	  in	  mind	  in	  order	  to	  maximize	  learners’	   linguistic	  and	  cognitive	  abilities.	  Brisk	  (2010)	  
supports	   instruction	   in	  the	  home	  language	  and	  the	  ability	  to	  use	  the	  first	   language	  during	  a	  
lesson,	  as	  it	  allows	  them	  to	  work	  at	  their	  own	  cognitive	  level.	  
Translanguaging	   fits	   into	   the	   sociocultural	   theory	   of	   learning	   (Swain	   2011),	  which	   supports	  
the	   view	   that	   learning	   happens	   in	   social	   situations	   within	   a	   cultural	   context	   and	   which	  
provides	  reasons	  why	  a	  classroom	  should	  not	  operate	  solely	  through	  a	  second	  language,	  even	  
in	  an	  immersion	  situation.	  Speaking	  and	  writing	  mediate	  learning,	  they	  are	  not	  barely	  means	  
of	   language	   development.	   Translanguaging	   endeavours	   the	   development	   of	   academic	  
language	  skills	  in	  both	  languages	  promoting	  fuller	  bilingualism	  and	  biliteracy	  (Baker	  2011).	  Co-­‐
languaging	   is	  another	  multiple	  bilingual	  arrangement,	  which	  aids	  developing	  the	  multiplicity	  
of	  multilingual	  practices	  nowadays.	   It	   is	   influenced	  by	   the	  use	  of	   technology	  and	   the	  way	   it	  
affects	  curriculum	  design	  and	  instruction.	  Co-­‐languaging	  seems	  especially	  useful	  at	  secondary	  
or	  tertiary	  level	  of	  education,	  when	  instruction	  has	  to	  be	  given	  to	  different	  language	  groups	  at	  
the	  same	  time.	   It	   is	  possible	   thanks	   to	   the	   technology	  and	  tools	  such	  as	  power	  point	  which	  
enable	  placing	  both	   languages	  on	   the	   screen	  possibly	   in	  different	   colours.	   This	  allows	  us	   to	  
include	   everybody	   in	   the	   topic	   of	   presentation	   or	   discussion.	   The	   last	   multiple	   bilingual	  
arrangement	   factor	   is	   described	   as	   Cross-­‐linguistic	   work	   and	   awareness.	   This	   type	   of	  
arrangement	  illustrates	  school	  practices	  which	  blend	  language	  separation	  arrangements	  with	  
flexible	  convergence	  types.	  In	  such	  cases	  even	  though	  some	  subjects	  are	  taught	  in	  one	  or	  the	  
other	   language,	   there	   is	   time	   allotted	   especially	   for	   contrastive	   analysis	   of	   two	   or	   more	  
languages	  present	   in	   the	  school.	  During	  contrastive	  analysis	   students	  compare	  and	  contrast	  
vocabulary,	  structures,	  and	  discourse	  patterns	  in	  both	  languages	  (García	  2009).	  There	  is	  also	  
some	  time	  provided	  for	  learners	  to	  do	  cross-­‐linguistic	  work,	  allowing	  them	  to	  translanguage,	  
use	   their	   home	   languages	   flexibly,	   and	   not	   be	   limited	   to	   the	   languages	   of	   instruction.	   This	  
type	   of	   arrangement	   fosters	   linguistic	   tolerance	   towards	   all	   languages,	   which	   is	   vital	   in	  
developing	  multilingual	   awareness	   (García	   2009,	   Hѐlot	   &	   Young	   2006).	   Such	  metalinguistic	  
and	   metacognitive	   exercises	   enhance	   learners’	   languages	   by	   advancing	   substantial	  
associations	  between	  them.	  
‘All	  of	   the	  above	   indicates	   that	   the	   separation	  of	   L1	  and	  L2	   in	   the	  classroom	  belongs	   to	   the	  
20th	   century,	   while	   the	   21st	   century	   will	   see	   the	   deliberate	   and	   systematic	   use	   of	   both	  
languages	  in	  the	  classroom’	  (Baker	  2011:291).	  	  
Brisk	  (2010)	  expresses	  similar	  opinion	  regarding	  language	  use	  in	  the	  curriculum.	  She	  believes	  
that	  bilinguals	   learn	  best	  when	  their	   first	   language	   is	  well	  developed,	  which	  provides	  strong	  
foundation	  for	  language	  and	  literacy	  development.	  Thomas	  and	  Collier	  (1997)	  report	  that	  the	  
opportunity	  to	  work	  in	  the	  native	  language	  during	  the	  school	  time	  adds	  to	  learners	  success	  in	  
their	   second	   language.	   Mehisto	   (2012:13)	   proposes	   an	   outline	   of	   what	   additive/strong	  
bilingual	  education	  is:	  
	  As	   mentioned	   above,	   in	   translanguaging	   learners	   are	   given	   an	   opportunity	   to	   use	   both	  
languages	   receptively	   (understanding	   and	   reading)	   and	   productively	   (reading	   and	   writing).	  
However,	   all	   bilingual	   schools	  have	  different	  policies	   and	   views	  on	   the	  purposes	  of	   reading	  
and	  writing	  of	  bilingual	  children.	  Depending	  on	  the	  bilingual	  education	  program	  and	  a	  school	  
the	   viewpoints	   vary.	   From	   those	   considering	   literacy	   as	   a	   process	   of	   enculturation	   and	  
assimilation	   into	   a	   new	   language	   and	   culture,	   to	   those	   aiming	   at	   developing	   bi-­‐literacy,	  
meaning	  reading	  and	  writing	  fluently	  in	  two	  or	  more	  languages.	  The	  different	  viewpoints	  on	  
literacy	   for	   minority	   language	   students	   include	   the	   skills	   approach,	   the	   constructivist	  
perspective,	   the	  sociocultural	   literacy	  approach,	  and	  the	  critical	   literacy	  approach.	  The	  skills	  
approach	  to	   literacy	  sees	   literacy	  as	  the	  ability	  to	  decode	  symbols	  on	  page	  into	  sounds,	  and	  
subsequently	   about	  meaning	  making	   from	   those	   sounds.	   Reading	   here	   is	   about	   saying	   the	  
words	  on	  the	  page,	  writing	  about	  the	  ability	  to	  spell	  words	  correctly	  and	  write	  them	  in	  correct	  
grammatical	  sentences.	  This	  approach	  was	  introduced	  in	  the	  United	  States	  with	  the	  No	  Child	  
Left	   Behind	   Act	   in	   2001,	   and	   also	   in	   the	   National	   Curriculum	   and	   the	   National	   Literacy	  
Strategy	   in	   the	   United	   Kingdom	   in	   2002,	   and	   is	   regarded	   as	   effective	   part	   of	   early	   literacy	  
programs	   (National	   Reading	   Panel	   2000).	   However,	   there	   are	   also	   voices	   saying	   that	   such	  
over-­‐emphasis	  on	  literacy	  skills	  for	  English	  language	  learners	  may	  cause	  absence	  of	  students’	  
language	   and	   culture	   in	   the	   lessons,	   which	   might	   negatively	   affect	   constructing	   meaning.	  
Literacy	  skills	   in	  any	   language	  can	  be	   improved	  by	  developing	  skills	   in	  phonemic	  awareness,	  
phonics,	   fluency,	   vocabulary,	   text	   comprehension,	   and	   oracy	   (Bialystok	   2007).	   The	  
assessment	   in	  a	   skills	  approach	   is	  done	  by	  using	   standardized	   tests	   for	   reading	  and	  writing.	  
Such	   tests	   are	   used	   as	   template	   for	   instruction.	   They	   tend	   to	   assess	   decomposed	   and	  
decontextualized	   language	  skills	  and	  elicit	  comprehension	  but	  not	  deeper	   language	  thinking	  
and	   understanding.	   Such	   way	   of	   conducting	   testing	   encourages	   teaching	   for	   the	   test	   and	  
diminishes	   the	   importance	   of	   developing	   higher	   order	   language	   and	   thinking	   skills	   (Baker	  
2011).	   The	   constructivist	   view	   of	   literacy	   /	   a	   meaning	   construction	   approach	   is	   especially	  
suited	   to	   classrooms	   where	   there	   are	   bilinguals	   and	   multilinguals.	   The	   main	   emphasis	   is	  
placed	   on	   the	   fact	   that	   learners	   as	   readers	   bring	   their	   own	   meanings	   to	   text,	   and	  
consequently	   reading	   and	   writing	   becomes	   a	   construction	   and	   reconstruction	   of	   meaning.	  
This	  view	  is	  in	  accordance	  with	  Vygotskian	  theory	  of	  social	  learning,	  where	  students	  are	  seen	  
as	   active	   participants	   constructing	   meaning	   from	   text,	   and	   where	   learning	   is	   mediated	   by	  
social	  interaction	  between	  peers	  and	  teacher.	  It	  therefore	  implies	  that	  meaning	  readers	  give	  
to	   a	   text	   is	   determined	   by	   their	   language(s),	   culture,	   personal	   experience,	   personal	  
understandings	   of	   the	   tone	   of	   the	   text,	   and	   social	   context	   where	   reading	   occurs	   (Baker	  
2011:314).	  Teachers	  using	  the	  meaning	  construction	  approach	  tend	  to	  help	  language	  learners	  
by	   making	   the	   culture	   of	   minority	   learners	   more	   familiar	   also	   by	   explaining	   any	  
misunderstandings,	   teaching	   appropriate	   vocabulary	   and	   strategies	   to	   construct	   meaning.	  
The	   sociocultural	   literacy	   approach	   is	   similar	   to	   the	   previous	   one.	   It	   is	   the	   competence	   to	  
construct	  relevant	  cultural	  meaning	  when	  reading	  (Diaz	  &	  Flores	  2001).	  This	  approach	  applies	  
the	   idea	   of	   discourses,	   which	   refers	   to	   reading,	   writing,	   but	   also	   speaking,	   listening,	  
interacting,	   believing,	   feeling,	   and	   therefore	   cannot	   be	   explicitly	   taught	   to	   students	   (Baker	  
2011).	   Another	   viewpoint	   aiming	   at	   empowering	   people	   is	   known	   as	   the	   critical	   literacy	  
approach.	   It	   sees	   literacy	   as	   a	   tool	   used	   by	   politicians	   in	   creating	   formal	   and	   informal	  
education	  that	  would	  help	  in	  socializing	  individuals,	   implanting	  centrally	  preferred	  attitudes,	  
feelings	   or	   thoughts.	   Therefore,	   individual	   interpretation	   and	   other	   viewpoints	   should	   be	  
allowed	  in	  the	  classroom,	  as	  it	  encourages	  learners	  to	  seek	  answers,	  to	  look	  critically,	  and	  to	  
observe	   multiple	   perspectives	   of	   others.	   In	   this	   way,	   diversity	   and	   understanding	   can	   be	  
celebrated	  (Baker	  2011).	  
Biliteracy	   seems	   a	   vital	   skill	   in	   today’s	   world,	   and	   it	   is	   just	   important	   when	   it	   concerns	   a	  
minority	   language	  as	  well	  as	  a	  more	  prestigious	   language.	  What	   is	  more,	  children	  who	  gain	  
some	   proficiency	   in	   reading	   in	   their	   native	   language,	   will	   potentially	   learn	   how	   to	   read	   in	  
English	  more	  easily.	  Slavin	  and	  Cheung	   (2005)	  have	   found	  that	  when	  reading	  practice	   is	   set	  
for	  a	  different	   time	   for	  children’s	  home	   language	  and	  another	   time	  of	  day	   for	  English,	   then	  
children	   are	   successful	   at	   gaining	   their	   proficiency	   in	   both	   languages.	   Bialystok	   (2001)	  
proposes	  that	  children	  who	  are	  familiar	  with	  print	  and	  story	  books	  in	  two	  languages,	  develop	  
an	  understanding	  that	  words	  are	  symbols	  that	  match	  specific	  meanings	  more	  quickly.	  A	  view	  
that	  proficiency	  in	  reading	  in	  an	  additional	  language	  depends	  solely	  on	  the	  proficiency	  in	  that	  
language	   is	   not	   supported	   by	   research	   (Bialystok	   2007).	   Other	   research	   also	   sustains	   the	  
above	   view	   by	   reporting	   that	   many	   language	   skills	   transfer	   from	   the	   first	   to	   the	   second	  
language.	  Even	  though	  the	   language	   is	  different,	   some	  of	   the	  skills	   like	  decoding	  or	   reading	  
strategies	   (e.g.	  scanning,	  skimming,	  contextual	  guessing	  of	  words,	  skipping	  unknown	  words,	  
tolerating	   ambiguity,	   reading	   for	   meaning,	   making	   inferences,	   monitoring,	   recognizing	   the	  
structure	  of	   text,	  using	  previous	   learning,	  using	  background	  knowledge	  about	  the	  text)	  may	  
be	   transferred	   (Baker	   2011).	   Generally	   speaking,	   if	   a	   learner	   if	   proficient	   in	   reading	   in	   his	  
native	  language,	  then	  this	  will	  lead	  to	  proficiency	  in	  reading	  in	  both	  of	  the	  languages	  (Jiménez	  
1995).	  This	  concept	  is	  reflected	  in	  Cummins’	  Common	  Underlying	  Proficiency	  or	  Dual	  Iceberg	  
idea,	  which	   says	   that	   bilinguals	   use	   both	   of	   their	   languages	   to	   comprehend	  meaning	  when	  
reading	  in	  an	  additional	  language.	  Such	  strategy	  compensates	  for	  any	  gaps	  when	  reading	  and	  
supports	  reading	  in	  the	  second	  language	  by	  using	  the	  acquired	  skills	  and	  knowledge	  from	  the	  
home	   language.	   Transfer	   from	   first	   to	   second	   language	  depends	  on	   the	   context	  of	   learning	  
and	  learner	  characteristics.	  However,	  if	  the	  home	  language	  is	  neglected,	  at	  home	  or	  at	  school,	  
then	   it	   fails	   to	   support	   second	   language	   development,	   which	   may	   result	   in	   language	   and	  
literacy	   problems	   (Brisk	   2010).	   The	   following	   factors	   play	   an	   important	   role	   in	   transfer	  
between	  languages	  (Baker	  2011:323).	  
	  
• differences	  in	  the	  facilitating	  nature	  of	  the	  school,	  home	  and	  community	  environment;	  
• individual	   differences	   in	   language	   ability,	   language	   aptitude	   and	   language	   learning	  
strategies;	  
• individual	  differences	  in	  the	  analysis	  of	  their	  language	  (metalinguistic	  abilities);	  
• the	  inter-­‐relationship	  between	  pairs	  of	  languages.	  
	  
Nevertheless,	   reading	   ability	   in	   a	   second	   language	   may	   still	   require	   explicit	   instruction,	  
especially	   if	   the	  degree	  of	  proficiency	   in	   L2	   is	   significantly	   lower	   than	   learner’s	   L2.	  Children	  
may	   still	   need	   to	   learn	   more	   about	   the	   language	   phonemic	   system,	   vocabulary,	   or	  
grammatical	   structures.	   One	   of	   the	   studies	   conducted	   by	   Kenner	   (2004)	   suggests	   that	  
children	  are	  capable	  of	  acquiring	  literacy	  skills	  in	  more	  than	  one	  language	  simultaneously.	  In	  
her	  research	  6-­‐year-­‐olds	  were	  taught	  to	  write	  Arabic,	  Chinese	  or	  Spanish,	  as	  well	  as	  English.	  
Children	  were	  trying	  to	  find	  connections	  between	  the	  languages;	  they	  used	  their	  imagination.	  
This	  may	   lead	   to	  understanding	  different	  perspectives,	   drawing	   from	  different	   cultures	   and	  
languages,	   including	  their	  own	  in	  a	  synchronized	  way.	  The	   last	   important	  factor	  of	  biliteracy	  
refers	   to	   the	   context	   in	   which	   it	   occurs.	   When	   the	   context	   is	   additive	   (majority	   language	  
context),	  then	  a	  child	  may	  acquire	  literacy	  skills	  through	  the	  second	  language	  with	  no	  harm	  to	  
literacy	   in	   the	   home	   language.	   Canadian	   immersion	   programs	   follow	   the	   additive	   context	  
scenario.	  Children	   learn	   to	   read	   in	   French	  before	   learning	   to	   read	   in	   English.	   This	   is	   said	   to	  
bring	   positive	   results	   in	   biliteracy,	   and	   complies	   with	   what	   Krashen	   (2002)	   said	   about	  
developing	  literacy.	  According	  to	  him,	  children	  should	  develop	  literacy	  in	  their	  first	  language	  
early	   in	  order	   to	   facilitate	  strong	   literacy	   in	  English.	  However,	   this	   is	  not	   the	  case	  when	  the	  
context	   is	  subtractive,	  as	   in	   the	   ‘weak’	   forms	  of	  bilingual	  education.	  The	   transfer	  of	   literacy	  
skills	   may	   then	   be	   hindered,	   as	   literacy	   is	   taught	   only	   through	   the	   second	   language.	   In	  
transitional	   bilingual	   education,	   majority	   language	   literacy	   is	   developed	   neglecting	   the	  
minority	  language	  literacy.	  
A	   valuable	   study	   of	   bi-­‐literate	   bilingualism	   versus	  mono-­‐literate	   bilinguals,	   which	   has	   been	  
conducted	   by	   Schwartz,	   Ieikin,	   and	   Share	   (2005),	   shows	   a	   clear	   advantage	   of	   bi-­‐literate	  
bilinguals	  over	  mono-­‐literate	  bilinguals	  and	  mono-­‐lingual	  peers	  on	  all	  phonological	  awareness	  
tasks.	  The	  mono-­‐literate	  bilinguals	  also	  proved	  better	  in	  Grade	  1	  reading	  accuracy	  than	  their	  
monolingual	  peers.	  All	  three	  groups	  performed	  alike	  on	  L2	  linguistic	  tasks.	  These	  findings	  are	  
in	  accordance	  with	  Bialystok’s	  (2002)	  statement	  that	  bilingualism	  per	  se	  may	  not	  be	  the	  most	  
significant	   factor	   in	   L2	   reading	   acquisition.	   Early	   (L1)	   literacy	   acquisition	   can	   considerably	  
reinforce	  L2	  literacy	  development.	  Brisk	  (2010)	  supports	  this	  view;	  she	  believes	  that	  bilingual	  
learners	   need	   to	   develop	   academic	   ability	   in	   both	   their	   home	   language	   and	   English.	   She	  
further	  confirms	  that	  content-­‐based	  language	  curriculum	  planned	  for	  two	  or	  more	  languages,	  
depending	  on	  the	  educational	  context,	  is	  an	  efficient	  and	  meaningful	  way	  to	  teach	  language	  
and	  literacy.	  
Bilingual	  curricula,	   language	  allocation,	   language	  arrangements,	  translanguaging	  and	  literacy	  
are	   all	   essential	   factors	   contributing	   to	   bilingual	   education	   success.	   However,	   models	   of	  
bilingual	  teaching	  also	  need	  highlighting.	  When	  someone	  refers	  to	  teaching	  bilingually,	  they	  
may	  mean	  one	  to	  the	  three	  models	  of	  bilingual	  teaching	  (García	  2009:308).	  
	  
• convergent	  teaching	  
• immersion	  teaching	  
• multiple	  teaching	  
	  
Convergent	  bilingual	  teaching	  represents	  teaching	  in	  two	  languages	  concurrently	  in	  ways	  that	  
subordinate	  one	   language	   to	   the	  other	   following	  a	   flexible	  convergent	  arrangement	   (García	  
2009).	   Teacher’s	   role	   is	   to	   enhance	   the	   development	   of	   the	   main	   language	   or	   to	   aid	   the	  
understanding	  of	  content	  in	  the	  majority	  language.	  Language	  integration	  is	  only	  allowed	  here	  
for	  a	  short	  period	  of	  time,	  when	  two	  languages	  are	  used	  within	  the	  same	  lesson,	  and	  the	  sole	  
aim	   is	   to	   support	   child’s	   transition	   to	   the	   majority	   language.	   In	   the	   immersion	   model	   of	  
bilingual	  teaching	  the	  two	  languages	  are	  developed	  in	  isolation.	  Schools	  with	  such	  education	  
programs	   have	   clear	   policies	   of	   teaching	   monolingually	   for	   bilingualism	   (García	   2009).	  
However,	  ‘immersion	  education’	  is	  also	  an	  umbrella	  term	  for	  other	  education	  programs,	  such	  
as	  prestigious	  bilingual	  education,	  maintenance	  bilingual	  education,	  developmental	  bilingual	  
education	   programs,	   but	   it	   can	   also	   be	   used	   to	   characterize	   bilingual	   teaching	   in	   the	   poly-­‐
directional,	   two	   way	   bilingual	   education	   programs,	   or	   CLIL	   and	   CLIL-­‐type	   programs.	  
Immersion	   bilingual	   teaching	   always	   incorporates	   bilingual	   elements	   and	   examples	   of	  
translanguaging.	   The	   multiple	   bilingual	   teaching	   not	   only	   seeks	   to	   develop	   bilingual	  
proficiency,	  but	  also	  translanguaging	  practices	  and	  plurilingual	  standards	  of	  today’s	  world.	  For	  
the	  multilingual	  awareness	  and	  linguistic	  tolerance	  to	  be	  developed,	  two	  or	  more	  languages	  
need	  to	  be	  used	  together	   in	  combination,	  not	  concurrently	  or	  separately,	  but	   in	  blending	  of	  
the	  two	  practices	  (García	  2009).	  In	  schools	  that	  use	  multiple	  bilingual	  teaching	  the	  emphasis	  
is	   on	   developing	   learners’	   metalinguistic	   skills	   by	   contrasting	   and	   comparing	   two	   or	   more	  
languages.	   The	   aim	   of	   such	   educational	   settings	   is	   to	   foster	   multilingual	   awareness	   and	  
multilingual	   competence.	   The	   different	   bilingual	   arrangements	   and	   models	   of	   bilingual	  
teaching	  can	  be	  presented	  as	  in	  the	  table	  below	  (García	  2009:310).	  
	  
Bilingual	  Arrangements,	  Strategies	  and	  Models	  of	  Teaching	  
Bilingual	  
Arrangement	  
Flexible	  
Convergent	  
Strict	  Separation	   Flexible	  Multiple	  
Bilingual	  	  	  	  	  	  	  	  
	  	  	  	  Strategies	  
	  
	  
	  
	  
	  
	  
Models	  of	  	  	  
	  	  	  Bilingual	  	  	  	  	  
	  	  	  	  	  Teaching	  
	  
Theoretical	  	  
	  	  	  	  	  	  Framework	  
	  
Types	  
	  
	  
	  
	  
• Random	  code-­‐
switching	  
• Monoliterate	  	  
	  
	  
	  
	  
	  
Convergent	  
	  
	  
	  
Subtractive	  	  
	  
	  
-­‐	  transitional	  
• Time-­‐determined	  
• Teacher-­‐determined	  
• Place-­‐determined	  
• Subject	  determined	  
	  
	   	  
	  
	  
Immersion	  
	  
	  
	  
Additive	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Recursive	  
	  
	  
-­‐	  maintenance	  	  	  -­‐	  immersion	  	  
-­‐	  prestigious	  	  	  -­‐	  revitalization	  
-­‐	  immersion	  	  	  -­‐developmental	  
• Responsible	  code-­‐
switching	  
• Preview/view/review	  
• Translanguaging	  
• Co-­‐languaging	  
• Cross-­‐linguistic	  
practices	  
	  
Multiple	  
	  
	  
	  	  	  	  	  	  	  	  	  	  	  	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  Dynamic	  
	  
	  
	  	  	  	  	  	  	  	  	  -­‐	  	  poly-­‐directional	  
	  	  	  	  	  	  	  	  	  	  	  	  Two-­‐way	  (dual);	  
	  	  	  	  	  	  	  	  	  	  	  -­‐	  CLIL,	  CLIL-­‐type	  
	  	  	  	  	  	  	  	  	  	  	  -­‐	  multiple	  	  	  
	  	  	  	  	  	  	  	  	  	  	  	  	  multilingual.	  
Table	  15	  
	  
Designing	  bilingual	  curriculum	  is	  a	  painstaking	  and	  complex	  task,	  as	  it	  involves	  linking	  subject	  
syllabuses	  which	  used	  to	  be	  designed	  separately.	  Therefore,	  school	  principals,	  administrative	  
stuff	   need	   to	   understand	   these	   issues	   well.	   Teachers	   also	   need	   to	   be	   educated	   in	   how	   to	  
deliver	  such	  curriculum.	  Schools	  must	  make	  choices	  in	  relation	  to	  the	  introduction	  of	  English,	  
number	  of	  years	  of	  instruction	  in	  the	  home	  language,	  bilinguality	  of	  the	  courses,	  approaches	  
to	  teaching	  students	  who	  are	  not	  literate	  in	  either	  language.	  Other	  factors	  such	  as	  students’	  
age,	   educational	   background,	   and	   native	   language	   literacy,	   as	   well	   as	   educated	   personnel,	  
materials	  use	  in	  the	  curriculum.	  	  
One	   suggestion	   made	   by	   the	   Language	   Division	   Policy	   (Guide	   for	   the	   development	   and	  
implementation	  of	  curricula	   for	  plurilingual	  and	   intercultural	  education	  –	  GuideEPI	  2010:25)	  
concerns	   curriculum	   scenarios.	   Those	   may	   be	   chosen	   by	   the	   regions,	   and	   methods	   and	  
content	  may	  be	  determined	  by	  schools.	  Alternatively,	  decision-­‐making	  may	  be	  shared	  in	  any	  
other	   way	   which	   matches	   the	   structure	   of	   the	   education	   system.	   A	   plurilingual	   and	  
intercultural	  curriculum	  depends	  for	  its	  success	  on	  numerous	  supporting	  measures.	  It	  is	  vital:	  
	  
• to	   tell	   all	   the	  parties,	   together	   and	  without	   distinction,	  what	   the	   changes	   are	  meant	   to	  
achieve,	  and	  how	  they	  will	  be	  organised	  and	  implemented;	  
• to	   ensure	   that	   education	   policy	   decisions	   are	   consistent	   within	   years	   (horizontal	  
consistency),	   subject	  areas	   (temporal:	   vertical	  or	   longitudinal	   consistency)	  and	  stages	  of	  
schooling,	   and	   between	   subjects	   (overall	   consistency),	   general	   and	   specific	   aims,	  
approaches,	   teaching	   aids	   and	   examinations/qualifications	   (consistency	   of	  
implementation).	  This	  is	  complex,	  but	  essential;	  
• to	   back	   the	   changes	   with	   scientific	   research,	   e.g.	   action-­‐research	   projects	   involving	  
teachers,	  networking	  of	  research	  bodies	  and	  schools,	  etc.;	  
• to	  train	  national	  and	  regional	  managers,	  head	  teachers	  and	  other	  intermediaries;	  
• to	  adapt	  resource	  centres,	  language	  laboratories,	  etc.	  to	  the	  project;	  
• to	  make	  civil	  society	  and	  the	  immediate	  community	  aware	  of	  it;	  
• to	  survey	  locally	  available	  resources	  which	  might	  be	  tapped;	  
• to	   ensure	   communication	   and	   co-­‐ordination	   between	   educational	   decision-­‐makers,	   civil	  
society	   and	   the	   local	   and	   regional	   community:	   language	   teachers,	   teachers	   of	   other	  
subjects,	  parents	  of	  pupils,	  and	  local	  authorities.	  Co-­‐ordination	  must	  exist	  between	  all	  the	  
players	   in	  every	  subject	  area,	  and	  between	  subjects,	   in	  every	  year	  and	  at	  every	  stage	  of	  
schooling.	  
	  
As	  the	  Council	  of	  Europe	  sees	  it,	  curricula	  are	  developed	  on	  the	  basis	  of	  certain	  principles	  and	  
values,	  but	  without	   ignoring	  the	  realities	   in	  which	  they	  will	  be	  operating.	  Those	  realities	  are	  
reflected	   in	   the	   data	   applicable	   in	   the	   socio-­‐linguistic	   context.	   Systematic	   analysis	   of	   that	  
context	   provides	   a	   practical	   basis	   for	   decision-­‐making.	   The	   data	   (both	   quantitative	   and	  
qualitative)	  which	  help	  to	  provide	  a	  picture	  of	  the	  socio-­‐linguistic	  context	  usually	  cover	  (Guide	  
for	   the	   development	   and	   implementation	   of	   curricula	   for	   plurilingual	   and	   intercultural	  
education	  –	  GuideEPI	  2010:27):	  
	  
• the	   language	   varieties	   present	   in	   the	   area:	   national,	   regional,	   minority	   and	   migration	  
languages;	  languages	  and	  socio-­‐linguistic	  varieties	  (particularly	  of	  the	  national	  language	  or	  
regional	  language/language	  of	  schooling)	  used	  by	  pupils	  at	  home	  and	  in	  their	  immediate	  
circle;	  languages	  of	  nearby	  frontier	  regions,	  languages	  accessed	  via	  the	  media;	  
• the	  views	  of	   learners,	   teachers,	  other	  school	  system	  players	   (including	  school	  principals)	  
and	  families	  on	  languages	  (utility,	  ease	  of	  learning,	  aesthetic	  qualities,	  prestige	  value,	  path	  
to	   modernity,	   prosperity,	   etc.)	   and	   plurilingualism	   (perceptions	   of	   native	   competence,	  
bilingualism,	  language	  diversity,	  etc.);	  
• national/regional/local	   language	  requirements	  for	  economic	  and	  development	  purposes,	  
and	   for	   relations	   with	   neighbouring	   countries	   -­‐	   requirements	   which	   do	   not	   necessarily	  
coincide	  with	  the	  real	  or	  perceived	  needs	  of	  individuals,	  and	  should	  not	  be	  equated	  with	  
them;	  
• language	  provision	  in	  schools	  (assessed	  on	  existing	  curricula)	  and	  on	  the	  private	  market.	  
The	   language	   tuition	   provided	   by	   schools	  must	   be	  weighed	   against	   that	   available	   from	  
commercial	  language	  schools	  or	  associations,	  the	  aim	  being	  to	  prevent	  over-­‐provision	  or	  
duplication	  (parallel	  courses:	  school	  in	  the	  morning,	  private	  tuition	  in	  the	  afternoon)	  and	  
ensure,	  for	  example,	  that	  language	  proficiency	  (particularly	  in	  foreign	  languages)	  does	  not	  
determine	  a	  person’s	  social	  worth.	  
	  
The	   nature	   of	   the	   education	   system	   must	   be	   clearly	   visualised.	   The	   “school	   culture”	   of	   a	  
country	   or	   region	   is	   shaped	   by	   its	   philosophy	   of	   education	   and	   teaching	   traditions,	   which	  
determine	  how	  the	  life	  of	  schools	  is	  organised.	  In	  didactic	  terms,	  it	  is	  also	  formed	  by	  officially	  
sanctioned	  or	  preferred	  approaches	  to	  teaching,	  and	  by	  perceptions	  of	  the	  teacher’s	  and	  the	  
learner’s	   role.	   Familiarity	  with	   the	   system’s	   existing	   features	   is	   vital,	   particularly	  when	  new	  
principles	   are	   being	   implemented,	   and	   new	   approaches	   adapted	   for	   use	   in	   it.	   The	   aim	   of	  
looking	  at	  all	  these	  factors	  is	  to	  sketch	  a	  clearer	  picture	  of	  the	  language	  requirements	  of	  the	  
community,	  and	  the	  expectations,	  wishes	  and	  needs	  of	  individuals.	  These	  needs	  or	  traditions	  
should	   dictate	   design	   of	   the	   curriculum.	   The	   educational	   responsibilities	   of	   schools	   must	  
remain	  paramount.	  
Moreover,	   when	   planning	   introducing	   and	   implementing	   bilingual	   education	   programs	   in	  
America,	  Brisk	  advises	  schools	  to	  consider	  the	  following	  policies	  (Brisk	  2010:136):	  
	   	  
	  	  	  	  	  	  	  The	  curriculum	  should	  be	  bilingual,	  meaning	  that:	  
• The	  native	  language	  should	  be	  used	  for	  an	  extended	  number	  of	  years	  to	  develop	  literacy	  
and	  for	  teaching	  academic	  content.	  
• English,	  the	  second	  language	  (L2),	  should	  be	  fully	  developed.	  
• Languages	  are	  used	  to	  maximize	  instruction.	  
• Language	  choice	  and	  student	  assignments	  should	  be	  consistent.	  
	  
The	  curriculum	  should	  be	  cross-­‐cultural,	  meaning	  that:	  
• Native	  culture	  is	  included.	  
• Personal	  experiences	  are	  tapped.	  
• American	  culture	  is	  explicitly	  taught.	  
• Cultural	  conflicts	  are	  analyzed.	  
	  
All	   bilingual	   students	   should	   participate	   in	   a	   comprehensive	   and	   quality	   curriculum,	  
meaning	  that:	  
• All	  content	  areas	  are	  covered.	  
• Content,	  language,	  and	  culture	  are	  integrated.	  
• Thinking	  and	  study	  skills	  are	  explicitly	  taught.	  
• Materials	  should	  be	  varied,	  of	  high	  quality,	  interesting,	  and	  in	  the	  native	  languages	  as	  well	  
as	  English.	  
• Content	  and	  language	  assessment	  should	  be	  ongoing,	  authentic,	  and	  fair.	  
	  
Language	  policies	  adopted	  by	  a	  school	  must	  be	   followed	  by	  all	   teachers	   in	  order	   to	  provide	  
consistent	  language	  development.	  When	  planning	  bilingual	  curriculum,	  teaching	  of	  language,	  
content,	  and	  literacy	  should	  be	  integrated.	  Brisk	  (2010)	  confidently	  states	  that	  the	  mission	  of	  
schools	   is	   to	   educate	   students	   so	   that	   they	   have	   choices	   when	   they	   graduate.	   Therefore	  
educating	   bilingual	   students	   should	   not	   merely	   teach	   students	   English	   or	   maintain	   their	  
native	  language.	  	  Schools	  with	  a	  well	  thought	  out	  initiative,	  well	  educated	  teachers	  and	  well-­‐
specified	  goals	  discussed	  with	  local	  community	  will	  provide	  the	  foundation	  to	  create	  a	  quality	  
bilingual	  education	  pyramid	  (Brisk	  2010:201).	  
	  
Figure	  13	  A	  quality	  bilingual	  education	  pyramid.	  
	  
The	   way	   a	   school	   achieves	   its	   curriculum	  will	   depend	   on	  many	   factors,	   such	   as	   individual,	  
situational	   context.	   Initiating	   a	   bilingual	   program	   is	   a	   start	   of	   a	   long	  process	   that	  may	   take	  
many	  years.	  Mehisto	  suggests	  examining	  a	  few	  issues	  before	  establishing	  such	  a	  program	  at	  
school	  (Mehisto	  2012:22-­‐23).	  
	  
1. What	  are	  the	  school’s	  strengths	  and	  weaknesses?	  
2. Are	  there	  enough	  students	  to	  allow	  for	  a	  class	  to	  be	  formed?	  
3. Are	  there	  provisions	  in	  place	  for	  the	  school	  to	  reach	  out	  to	  the	  wider	  community?	  
4. Is	  there	  enough	  space	  in	  the	  school	  to	  allow	  for	  increased	  enrolment?	  
5. Are	  the	  classrooms	  large	  enough?	  
6. Can	   the	   classrooms	   where	   the	   L2	   is	   used	   be	   located	   away	   from	   noisy	   areas	   such	   as	  
gymnasiums?	  
7. Are	  there	  currently	  enough	  qualified	  teachers	  who	  are	  prepared	  to	  teach	  through	  the	  L2	  
and	  who	  are	  willing	  to	  learn	  about	  best	  teaching/learning	  practices	  in	  bilingual	  education?	  
8. Is	  there	  easy	  access	  to	  the	  school?	  
	  
He	  adds	  that	  schools	  planning	  to	  introduce	  bilingual	  education	  should	  be	  prepared	  for	  some	  
changes	  that	  refer	  to	  the	  fact	  that:	  
	  
• The	   school	   will	   receive	   many	   visitors,	   as	   such	   schools	   draw	   interest	   from	   the	   media,	  
university	  researchers,	  or	  parents	  of	  potential	  students.	  
• The	  school	  will	  be	  asked	  to	  share	  its	  expertise.	  	  
• The	  school	  releases	  teachers	  for	  professional	  development	  and	  planning,	  as	  teachers	  will	  
need	  extra	  time	  for	  visiting	  other	  bilingual	  schools,	  for	  planning	  and	  training.	  
• New	  learning	  materials	  are	  purchased.	  
• Strategies	  are	  in	  place	  to	  support	  students	  in	  difficulty.	  
• Leadership	  opportunities	  are	  widely	  distributed,	  as	  bilingual	  education	  is	  too	  complex	  for	  
any	  one	  person	   to	  hold	  all	   the	  knowledge	   required	   to	   run	   such	  programs.	  Considerable	  
cooperation	  is	  required	  among	  staff	  members	  and	  with	  other	  stakeholders.	  
	  
Good	  stakeholder	  relations	  help	  everyone	  work	  together	  for	  the	  benefit	  of	  the	  students	  and	  
community.	  The	  list	  of	  stakeholders	  is	  very	  extensive,	  which	  is	  why	  Mehisto	  suggests	  a	  visual	  
outline	  below	  (Mehisto	  2012:27-­‐28).	  
	  
	  Figure	  14	  A	  list	  of	  stakeholders	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	   	  
Figure	  15	  A	  list	  of	  stakeholders	  
	  
Moreover,	   Mehisto	   (2012:32)	   sees	   high	   quality	   bilingual	   education	   as	   a	   merging	   of	  
researchers,	   educators,	   teachers,	   bilingual	   teachers,	   parents,	   government,	   international	  
partners,	  as	  illustrated	  below:	  
	  
Figure	  16	  High	  quality	  bilingual	  education	  
However,	   once	   the	   bilingual	   programs	   are	   established	   they	   ought	   to	   be	   evaluated.	   Brisk	  
(2010:212)	  suggests	  the	  following	  Framework	  for	  School	  Evaluation:	  
	  
Quality	  School	   F	  ………………………..U	  
1. Clear	  goals	  
2. Appropriate	  school	  climate:	  
a) school	  functions	  as	  a	  bilingual	  bicultural	  society	  
b) students	  are	  well	  known	  by	  all	  staff	  
c) staff	  sets	  high	  expectations	  and	  support	  for	  bilingual	  students	  
3. Bilingual	  program	  integrated	  with	  the	  whole	  school	  
4. Administration	  provides	  leadership	  with	  the	  whole	  school	  
5. Quality	  personnel	  willing	  to	  work	  with	  students	  
6. Productive	  relationships	  with	  parents	  and	  communities	  
Quality	  Curricula	  
7. Native	  languages	  are	  used	  to	  promote:	  
a) literacy	  
	  
b) content	  area	  learning	  
8. English	  is	  promoted	  and	  developed	  for:	  
a) social	  interaction	  
b) academic	  use	  
9. Languages	  are	  used	  to	  maximize	  instruction	  
10. Use	  of	  language	  in	  curriculum	  and	  instruction	  is	  well	  planned	  and	  
consistent	  
11. Curriculum	  makes	  use	  of	  students’	  cultures	  to	  promote	  learning	  
12. Curriculum	   incorporates	   explicit	   teaching	   of	   American	   culture,	  
including	  necessary	  background	  knowledge	  
13. Bilingual	  students	  participate	  in	  a	  comprehensive	  curriculum	  that	  
benefits	  from	  current	  educational	  innovations	  
14. Materials	   are	   of	   high	   quality,	   varied,	   and	   in	   the	   language	   of	   the	  
students	  as	  well	  as	  English	  
15. Assessment	   is	   fair	  and	  authentic	  and	  has	  as	  a	  purpose	   improved	  
teaching	  and	  learning.	  
Quality	  Instruction	  
16. Instruction	  respects	  students,	  their	  language,	  and	  culture	  
17. Instruction	  is	  engaging,	  challenging,	  and	  supportive	  
18. Special	  strategies	  are	  used	  when	  teaching	  in	  English	  
19. Special	   strategies	   are	   used	  when	   teaching	   students	  with	   limited	  
schooling	  
20. Class	  objectives	  include	  language,	  culture,	  and	  content	  
21. Students	  play	  an	  active	  role	  in	  learning	  
22. Optimal	  strategies	  are	  used	  for	  grouping	  students	  
23. Assessment	  is	  integrated	  with	  instruction	  
24. Resources	  are	  varied	  
25. Families	  and	  community	  participate	  in	  the	  classroom	  
26. Teachers	  coordinate	  to	  focus	  on	  each	  other’s	  strengths	  
Table	  16	  
Note.	  	  	  F	  =	  fulfilled;	  U	  =	  unfulfilled	  
	  
Monitoring	  and	  evaluation	  is	  according	  to	  Mehisto	  (2012:38-­‐39)	  a	  foundation	  for	  professional	  
dialogue	   about	   bilingual	   education.	   Therefore,	   he	   proposes	   some	   reference	   points	   for	  
consideration:	  
	  
• Student	  learning	  of	  content,	  language,	  and	  related	  learning	  skills;	  
• Stakeholder	  learning	  about	  and	  capacity	  to	  support	  the	  bilingual	  programme;	  
• The	  ongoing	  development	  of	  effective	  bilingual	  learning	  environments;	  
• The	  achievement	  of	  the	  school	  strategic	  plan	  and	  subsequent	  work-­‐plan	  targets;	  
• Programme	  management/leadership.	  
	  
All	  of	   the	  above	  areas	  should	   receive	  attention	  so	   that	  none	  of	   them	   is	  omitted	  and	  others	  
overemphasized.	   In	  order	   to	  ensure	   that	   all	   of	   the	  above	  are	   given	  equal	   attention,	   and	   to	  
gain	   feedback	   on	   a	   program,	   school	   principals	   use	   the	   following	   sources,	   frameworks,	   and	  
benchmarks	  (Mehisto	  2012:39-­‐41).	  
	  
• one-­‐on-­‐one	  and	  group	  meetings	  and	  correspondence	  with	  students,	  parents,	  staff	  and/or	  
other	  stakeholders;	  
• stakeholder	  roundtables	  using	  an	  external	  facilitator;	  
• anonymous	  surveys;	  
• enrolment	  and	  retention	  rates;	  
• stakeholder	  analysis;	  
• meeting	  with	  heads	  of	  sections	  or	  departments	  (at	  least	  once	  a	  month);	  
• analysis	   frameworks,	   e.g.	   SWOT	   (internal	   strengths	   and	   weaknesses,	   external	  
opportunities	   and	   threats);	   STEEPLED	   (social,	   technological,	   economical,	   environmental,	  
political,	   legal,	   ethical,	   demographic);	   Geert	   Hofstede’s	   cultural	   dimensions	   (power	  
distance,	  individualism,	  masculinity,	  uncertainty	  avoidance,	  long-­‐term	  orientation);	  
• staff	  meetings	  (at	  least	  once	  a	  month);	  
• school	  walkabouts;	  
• lesson	  observations;	  
• graduates	  (educational	  and	  career	  path);	  
• self-­‐reflection	  and	  assessment	  frameworks;	  
• peers;	  
• audits	  and	  inspections;	  
• employers.	  
	  Benchmarks/benchmark	  instruments:	  
• strategic	  plan	  and	  work-­‐plan	  goals/outcomes/indicators	  
• key	  performance	  indicators	  (KPI)	  
• curriculum	  expectations/goals/outcomes	  
• student	  grades	  over	  several	  years	  
• stakeholder	  satisfaction	  levels	  over	  several	  years	  
• survey	  response	  rates	  
• best	  practice	  (pedagogy	  and	  management)	  as	  evidenced	  by	  research	  results	  (professional	  
literature)	  
• internationally	  recognized	  examinations	  
• league	  tables	  
• proficiency	  guidelines	  rating	  scales	  
	  
Scholars	   provide	   various	   definitions	   of	   indicators.	   Johnstone	   (1981)	   believes	   that	   indicators	  
are	  statistical	  ways	  of	  measurements,	  while	  Spee	  and	  Bormans	  (1992)	  represent	  the	  view	  that	  
indicators	  are	   signals	   that	  manifest	   the	  performance	  of	  organisations.	  Others,	   like	  Cuttance	  
(1990)	  see	  them	  as	  the	  qualitative	  and	  quantitative	  measurement	  of	  organisations.	  McEwen	  
(1995)	  states	  that	   indicators	  can	  take	  a	  form	  of	  numbers,	  percentages,	  test	  scores,	   levels	  of	  
participation	  or	  perception	  of	   student	  achievement.	   In	  education,	   indicators	  are	   referred	   to	  
as	  educational	  indicators	  and	  pay	  a	  role	  of	  predicting	  the	  outcome	  of	  educational	  operations,	  
but	  also	  describe	  the	  important	  features	  of	  an	  educational	  system.	  
Many	  researchers	  offer	  different	  interpretations	  of	  what	  KPI	  are.	  Kerr	  (2000)	  sees	  them	  as	  a	  
feature	   of	   a	   management	   control	   system	   which	   provides	   information	   crucial	   for	   further	  
planning	  and	  evaluation	  purposes.	  Wang	  (2004)	  states	  that	  KPI	  is	  an	  inseparable	  component	  
of	   assessment	   and	   represents	   the	   basis	   for	   evaluation	   of	   individual	   and	   organisational	  
performance,	  and	  in	  this	  respect	  it	  is	  viewed	  as	  a	  method	  for	  policy	  administration,	  as	  it	  aids	  
formulating	  policies	  and	  their	  implementation.	  However,	  Li	  (2004)	  believes	  that	  KPI	  is	  only	  an	  
indicator	  that	  can	  be	  used	  to	  determine	  goals	  or	  behavioral	  standards,	  but	  not	  a	  goal	  in	  itself.	  
It	  is	  a	  performance	  indicator.	  
Mehisto	  (2012:42)	  also	  presents	  objects	  of	  monitoring	  and	  evaluation,	  which	  may	  be	  valuable	  
for	  educators	  and	  principals,	  not	  all	  of	  them	  can	  be	  part	  of	  constant	  formal	  evaluation:	  
	  
Bilingual	  education	  calls	  for	  the	  enhanced	  use	  of	  good	  pedagogical	  practices	  in	  order	  to	  give	  
the	  best	  possible	  support	  to	  both	  content	  and	  language	  learning	  (Mehisto	  2012:48).	  Mehisto	  
summarized	  the	  key	  considerations	  that	  influence	  learning	  in	  bilingual	  education,	  that	  help	  to	  
achieve	  better	   results	   in	   a	  potentially	   shorter	   time	   in	   the	  Bilingual	   Education	  Continuum.	   It	  
integrates	  principles	  of	  best	  practice	   in	  education	   in	  general	   together	  with	   those	  supported	  
by	   bilingual	   education.	   It	   is	   intended	   to	   be	   used	   in	   practice	   as	   a	   framework	   for	   organizing	  
stakeholder’s	   dialogue	   about	   individual	   group	   beliefs,	   assumptions	   and	   practices,	   and	   also	  
how	  they	  could	  be	  achieved.	  	  
	  
	  
Mehisto’s	   advice	   on	   how	   to	   effectively	   create	   and	   maintain	   bilingual	   education	   applies	   to	  
those	   educators,	   principals	  who	   are	   at	   an	   initial	   stage	   of	   introducing	   bilingual	   education	   in	  
their	  schools	  but	  also	  to	  those	  more	  experienced,	  as	  managing	  bilingual	  education	  programs	  
is	  challenging	  and	  complex.	  	  
	  
Effective	  bilingual	   instruction	   is	  not	   just	  about	   taking	  the	  mainstream	  school	  curriculum	  and	  
delivering	  it	  through	  two	  languages	  (Cummins	  2012).	  He	  believes	  that	  educators	   in	  bilingual	  
programs	  should	  move	  from	  a	  discourse	  of	  implementing	  effective	  instruction	  to	  a	  discourse	  
of	   implementing	   inspirational	   instruction,	   so	   as	   not	   to	   merely	   deliver	   the	   mainstream	  
curriculum	   in	   two	   languages,	   but	   rather	   to	   emphasize	   the	   possibilities	   for	   enrichment	   (in	  
inter-­‐cultural,	   intellectual,	   linguistic	   ways)	   which	   outreach	   the	   mainstream	   monolingual	  
program.	   The	   goal	   of	   inspirational	   pedagogy	   is	   to	   involve	   students	   in	   active	   enquiry	   and	  
generating	  knowledge.	  This	  is	  what	  Mehisto	  refers	  to	  as	  a	  value-­‐added	  education	  in	  bilingual	  
education	   programs.	   The	   fundamental	   goal	   of	   any	   bilingual	   education	   program	   can	   be	  
examined	   by	   identifying	  what	   it	   is	   that	   students	   do	  with	   their	   two	   languages	   in	   the	   school	  
context	  and	  outside.	  	  	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  3.	  Objectives	  
Nowadays	  education	  systems	  need	  to	  adapt	  to	  the	  changes	  that	  take	  place	   in	  our	  societies.	  
Bilingualism	   can	  be	   a	   resource	   in	   the	   cultural,	   intellectual,	   economic,	   and	   social	   sense.	   The	  
European	   Commission	   has	   developed	   The	   Action	   Plan,	   in	   2003,	   which	   emphasizes	   the	  
encouragement	  of	   language-­‐learning	   for	  all	   citizens,	  and	   the	   formulation	  of	  clear	  objectives	  
for	   language	   teaching	   at	   all	   stages	   of	   education.	   Plurilingual	   and	   intercultural	   education	  
should	   therefore	   be	   promoted	   by	   curricular	   action	   on	   various	   levels,	   and	   in	   that,	  making	  
teaching	  more	  effective	  should	  be	  the	  main	  purpose	  of	  bringing	  plurilingual	  and	  intercultural	  
education	  into	  the	  curriculum	  (Council	  of	  Europe,	  Language	  Policy	  Division,	  Sept.	  2010,	  1.3.3).	  
There	   is	   a	   great	   variety	   of	   bilingual	   education	   programs	   and	   differences	   among	   them.	  
Curriculum,	  however,	  is	  their	  core,	  that	  covers	  the	  educational	  aims	  of	  the	  program,	  the	  time	  
for	  the	  introduction	  of	  the	  second	  language,	  the	  content,	  subjects	  taught	  in	  L1	  or	  L2,	  and	  the	  
percentage	   of	   time	   spent	   on	   both.	   Research	   shows	   that	   strong	   bilingual	   programs	   and	  
bilingualism	   promote	   academic	   success.	   Bilingual	   curricula,	   language	   allocation,	   language	  
arrangements,	   translanguaging	  and	   literacy	  are	  all	  essential	   factors	   contributing	   to	  bilingual	  
education	   success.	   In	   the	   article	   on	   ‘educating	   the	  brain’	   (2009),	   in	  The	  Flanders	   Today,	   Dr	  
Piet	  Van	  de	  Craen,	  a	  neurolinguist,	  who	  has	  been	  investigating	  the	  effects	  of	  bilingualism	  on	  
school-­‐aged	   children	   states	   that	   scientists	   have	   now	   visual	   evidence	   demonstrating	  
differences	   between	  monolingual	   and	   bilingual	   brains.	   Therefore,	   he	   believes	   that	   bilingual	  
education	  helps	  to	   ‘build	  a	  better	  brain’.	  Moreover,	  a	  successful	  bilingual	  program	  develops	  
students’	  language	  and	  literacy	  proficiency	  leading	  them	  to	  successful	  academic	  achievement	  
and	   sociocultural	   integration.	   Teachers,	   students	   and	   communities’	   needs	   differ	   depending	  
on	   their	   individual	   context,	   that	   is	  precisely	  why	   the	  pre-­‐packaged	  curricula,	  programs,	  and	  
materials	   cannot	  be	  effective,	  and	   therefore	   such	  study	  would	  only	   refer	   to	   their	   individual	  
context.	  What	  can	  be	  determined	  and	  applied	  in	  many	  bilingual	  education	  scenarios	  are	  the	  
ways	   the	   effectiveness	   of	   the	   programs	   are	   measured.	   School	   principals	   use	   certain	  
frameworks	   and	   benchmarks	   in	   assessing	   their	   school’s	   bilingual	   program	   effectiveness.	  
These	  tools	  help	  them	  examine	  their	  pedagogical	  practices,	  reflect	  on	  and	  improve	  academic	  
success.	  	  
There	   is	   a	   volume	   of	   research	   concerning	   bilingual	   education	   and	   bilingual	   education	  
programs,	   but	   rather	   very	   few	   studies	   concerning	   and	   systematizing	   the	   organizational	  
aspects	  of	  a	  bilingual	  program.	  The	  evaluations	  of	   the	  effectiveness	  of	  bilingual	  schools	  and	  
recent	   reviews	   indicate	   relative	   success	   of	   such	   programs	   (Cazabon	   et	   al.	   1993,	   Genesee	  
2006,	  Genesee	  et	  al.	  2005,	  Howard	  et	  al.	   2005,	  Krashen	  2004,	   Lindholm-­‐Leary	  2001,	  2005).	  
Brisk	   (2010),	   Mehisto	   (2012)	   and	   the	   European	   Commission	   provide	   frameworks	   and	  
benchmarks	   for	   school	   evaluation.	   According	   to	   Mehisto,	   monitoring	   and	   evaluating	   give	  
reference	  points	  and	  data,	  which	  can	  build	  confidence	  and	  support	   for	  a	  bilingual	  program.	  
Data	   that	   is	   generated	   from	  several	   sources	  and	  databases	  and	  cross-­‐checked	   form	  a	  more	  
solid	  basis	  for	  decision-­‐making	  and	  improving	  the	  program.	  	  I	  believe	  that	  this	  study	  will	  add	  
to	   an	   existing	   knowledge	   in	   this	   respect.	  My	   research	  will	   build	   on	  what	   is	   already	   known,	  
drawn	   from	   Mehisto’s	   (2012),	   Brisk’s	   and	   the	   Council	   of	   Europe’s	   work	   (Guide	   for	   the	  
Development	  and	  the	  Implementation	  of	  curricula	  for	  plurilingual	  and	  intercultural	  education,	  
2010)	   regarding	   the	   frameworks	   and	   benchmarks	   for	   such	   programs,	   and	   it	   will	   bring	   into	  
light	   new	   factors	   regarding	   the	  measurement	   of	   the	   effectiveness	   of	   bilingual	   programs.	   In	  
this	  research	  some	  questions	  based	  on	  the	  frameworks	  and	  benchmarks	  indicated	  by	  Mehisto	  
are	   going	   to	   be	   included	   in	   the	   questionnaire	   (Mehisto	   2012:39-­‐41).	   My	   goal	   is	   to	   cross-­‐
examine	  the	  schools’	  practices	  with	  the	  most	  recent	  and	  influential	  advice	  on	  how	  to	  evaluate	  
and	   improve	   bilingual	   programs.	   Mehisto’s	   suggestions	   offer	   certain	   instruments	   that	  
summarize	  key	  considerations	  that	  influence	  learning	  in	  bilingual	  education.	  Such	  instruments	  
and	  frameworks	  for	  measuring	  the	  effectiveness	  of	  bilingual	  programs	  may	  be	  attained	  from	  
school	   Principals	   and	   compared	   with	   experts	   (Mehisto	   &	   Brisk)	   and	   The	   Council	   of	   Europe	  
proposals.	  The	  results	  might	  indicate	  whether	  the	  differences	  in	  the	  effectiveness	  of	  bilingual	  
education	   programs	   are	   due	   to	   the	   use	   of	   different	  ways	   for	  measuring	   their	   effectiveness	  
and	  suggest	  ways	  of	  improving	  them	  with	  the	  use	  of	  appropriate	  tools.	  	  
Research	  design	  cannot	  be	  conceived	  in	  isolation	  from	  the	  problem	  that	  research	  is	  intended	  
to	   investigate.	   Good	   research	   design	   proceeds	   from	   an	   understanding	   of	   the	   question,	  
problem	  or	  issue	  that	  the	  study	  addresses.	  Such	  an	  understanding	  of	  a	  problem	  situates	  the	  
problem	   in	   a	   relevant	   context	   and	   relevant	   intellectual	   traditions.	   Hence,	   the	   following	  
explanation	  considering	  this	  study.	  	  
Statement	  of	  the	  Problem:	  	  
Bilingual	   schools	   present	   different	   effectiveness	   of	   their	   bilingual	   education	   programs.	   It	   is	  
difficult	   to	   know	   if	   the	   success	  of	   the	  bilingual	   school	   is	  due	   to	   the	  program,	   the	   individual	  
characteristics	   of	   the	   students	   or	   to	   the	   quality	   of	   the	   teachers	   (Baker	   2011).	  Many	   of	   the	  
studies	   show	   contradicting	   results.	   For	   example,	   McConnell	   (1980)	   found	   US	   transitional	  
bilingual	  education	  to	  be	  better	  than	  mainstreaming.	  Matthews	  (1979)	  found	  no	  differences	  
between	  the	  two	  education	  types	   in	   the	  US	   (Baker	  2011).	  Success	   is	  generally	  measured	  by	  
outcomes,	   depending	   on	   quality	   of	   inputs,	   and	   is	   challenged	   by	   contextual	   factors	   (Brisk	  
2010).	  There	  are	  hundreds	  of	  variables	  that	  affect	  program	  outcomes	  (Baker	  2011).	  Krashen	  
(2004)	   believes	   that	  many	   individual	   studies	   inadequately	   focus	   on	   variables	   such	   as	   social	  
class	  and	  initial	   language	  differences	  and	  ignore	  variables	   in	  design	  and	  program.	  This	  study	  
will	  address	  the	  neglected	  issues	  of	  design	  and	  program	  in	  order	  to	  contribute	  to	  the	  existing	  
knowledge	   in	   this	   respect.	   The	   effectiveness	   of	   bilingual	   education	   can	   be	   viewed	   from	  
different	  perspectives,	  and	  various	  aspects	  should	  be	  taken	  into	  account	  on	  different	   levels,	  
ranging	   from	   the	   classroom	   to	   school	   level.	   First	   level	   of	   the	   effectiveness	   of	   bilingual	  
education	   that	  should	  be	  considered	   is	   the	   individual	  child.	  Second,	   the	  classroom,	  as	  all	  of	  
the	   classrooms	   and	   teachers	   vary.	   Third,	   is	   the	   school	   level,	   and	   what	   makes	   each	   school	  
running	   the	   same	   bilingual	   education	   program,	   more	   effective	   than	   others.	   Fourth	   goes	  
beyond	  the	  school	   level,	  and	  onto	  comparing	  various	   types	  of	  bilingual	  education	  programs	  
(Baker	  &	  Jones	  1998).	  This	  study	  will	  focus	  on	  the	  third	  level	  of	  the	  effectiveness	  of	  bilingual	  
education,	  the	  school	  level,	  as	  the	  evaluation	  and	  assessment	  processes	  have	  impact	  on	  the	  
school	  as	  a	  whole	  and	  are	  critical	  for	  successful	  curriculum	  improvement	  for	  the	  benefit	  of	  all	  
stakeholders.	   This	   study	   will	   use	   mixed	   method	   research	   (MM)	   design	   to	   determine	   what	  
frameworks	  and	  benchmarks	  are	  used	  by	  various	  bilingual	   schools	   in	  Europe	  as	  a	   reference	  
for	   evaluating	   their	   programs.	   School	   Principals	   (primary	   and	   secondary	   education)	   will	   be	  
asked	   to	   fill	   in	   a	   questionnaire	   to	   determine	   the	   above-­‐mentioned	   factors.	   This	   study	   will	  
present	  what	   frameworks	   and	  benchmarks	   are	   recommended	  by	  experts	   (Brisk	  &	  Mehisto)	  
and	  the	  Council	  of	  Europe	  on	  bilingual	  education	  programs	  and	  what	  standards	  are	  applied	  by	  
the	   schools	   as	   a	   point	   of	   reference	   for	   evaluating	   their	   bilingual	   programs.	   Comparing	   all	  
sources	  of	  information	  using	  the	  mixed	  method	  approach	  will	  help	  me	  solve	  the	  problem	  in	  a	  
unique	  way.	  The	  outcomes	  will	  show	  what	  are	  the	  most	  common	  benchmarks	  used	  by	  school	  
Principles	   and	  whether	   they	   comply	  with	   experts’	   proposals.	   The	   results	  may	   also	   indicate	  
what	  is	  measured	  by	  these	  benchmarks	  and	  what	  is	  omitted.	  They	  may	  indicate	  whether	  the	  
differences	  in	  the	  effectiveness	  of	  bilingual	  education	  programs	  across	  Europe	  are	  due	  to	  the	  
use	  of	  different	  ways	  for	  measuring	  their	  effectiveness	  and	  suggest	  ways	  of	  improving	  them	  
with	  the	  use	  of	  appropriate	  tools.	  	  
Mixed	   method	   studies,	   such	   as	   this	   one,	   aim	   to	   bring	   together	   methods	   from	   different	  
paradigms.	   In	   fact,	   Taashakkori	   and	   Taddlie	   (2003)	   state	   that	   they	   see	   the	  mixed	  methods	  
approach	  as	  a	  ‘third	  paradigm’,	  with	  a	  ‘worldview’	  of	  its	  own.	  The	  two	  major	  types	  of	  mixed	  
research	   are,	   mixed	   method	   and	   mixed	   model	   research.	   In	   the	   first	   one,	   researcher	   uses	  
qualitative	  research	  paradigm	  for	  one	  phase	  of	  a	  research	  study	  and	  the	  quantitative	  research	  
paradigm	   for	   another	   phase	   of	   study.	   In	   the	   latter,	   researcher	   mixes	   both	   qualitative	   and	  
quantitative	  research	  approaches	  within	  a	  stage	  of	   the	  study	  or	  across	   two	  of	   the	  stages	  of	  
the	  research	  process	  (Robinson	  &	  Woodley	  2004).	  The	  way	  the	  methods	  are	  sequenced	  and	  
combined	  depends	  on	  the	  nature	  of	  the	  study	  but	  also	  influences	  it	  greatly.	  The	  possibilities	  
of	  mixing	  are	  infinite.	  The	  methodological	  shift	  here	  is	  treating	  the	  quantitative	  material	  in	  an	  
exploratory	  manner	   (inductively)	   and	   using	   qualitative	  methods	   to	   identify	   ‘hard’	   data	   that	  
offers	   explanations	   and	   identifies	   causes	   (deductively),	   (Robinson	  &	  Woodley	   2004).	   In	   this	  
study,	  a	  multisite	  mixed	  methods	  case	  study	  will	  be	  the	  foundation	  for	  this	  research.	  A	  mixed	  
methods	  study	  will	  involve	  the	  use	  of	  a	  questionnaire	  and	  multisite	  case	  studies,	  and	  the	  case	  
studies	  will	   be	   compared	  against	   the	  questionnaires.	  A	   concurrent	   timing	  will	   be	  used,	   and	  
the	   two	   QUAN	   and	   QUAL	   approaches	   will	   be	   implemented	   during	   the	   same	   stage	   of	   the	  
study.	   In	   other	   words,	   a	   convergent	   parallel	   design	   will	   be	   implemented	   (Taashakkori	   &	  
Taddlie	  1998).	  The	  multisite	  mixed	  methods	  case	  study	   is	  a	  method	  where	  various	  sites	  are	  
chosen	   for	   the	  study	   in	  order	   to	  capture	  broader	  context	  of	   the	   research	   (Sharp,	  Mobley	  &	  
Hammond	  2012).	  The	  appropriate	  selection	  of	  sites	  is	  considered	  as	  the	  most	  important	  stage	  
in	  multisite	  mixed	  methods	   case	   studies	   (Collins,	   Onwuegbuzie	   &	   Jiao	   2007).	   Schools	   with	  
different	   bilingual	   programs	   in	   Europe,	   state	   or	   private,	   from	   various	   contexts,	   have	   been	  
chosen	   for	   this	   study	   in	   order	   to	   clarify	  whether	   the	   frameworks	   and	   benchmarks	   used	   by	  
them	   for	  evaluating	   their	  programs	  were	   similar,	  whether	   they	   could	  be	  used	  effectively	   in	  
different	  contexts	  and	  bilingual	  programs	  across	  Europe.	  
	  An	  eclectic	  mixed	  methods	  pragmatic	  paradigm	  will	  be	  used,	  as	  it	  is	  more	  appropriate	  for	  the	  
complexity	   of	   modern	   society	   and	   technology	   (Philips,	   Bain,	   McNaught	   &	   Rice	   2001).	  
Utilisation-­‐focused	  evaluation	   (Patton	  1986),	  which	  advocates	  methodological	   flexibility	  will	  
be	  applied	  in	  this	  study.	  This	  will	  be	  further	  explored	  in	  the	  Methodological	  Chapter.	  
In	  this	  research	  multisite	  case	  studies	  and	  questionnaires	  will	  be	  applied	  in	  bilingual	  schools	  
context	   in	   Europe	   and	   include	   internal	   comparisons	   between	   those	   studies,	   however,	  
external	   comparisons	   with	   other	   bilingual	   education	   programs	   and	   standards	   abiding	   in	  
Europe	  are	  also	  foreseen.	  Therefore,	  a	  case	  study	  for	  this	  research	  design	  is	  going	  to	  involve	  
an	  institution,	  a	  school,	  and	  a	  bilingual	  education	  program	  within	  it.	  Studies	  conducted	  in	  this	  
research	  are	  going	   to	  be	  examined	  with	   reference	   to	   the	  specific	   context	   in	  which	   they	  are	  
situated.	   As	   described	   by	   Yin	   (2009),	   case	   studies	   have	   a	   capacity	   to	   answer	  why	   and	  how	  
research	   questions,	   but	   also	   the	   potential	   to	   evaluate	   or	   explain	   why	   something	   can	   be	  
considered	  as	  successful	  or	  not.	  	  In	  my	  study	  I	  envisage	  more	  than	  one	  possibility,	  hence	  my	  
choice	  of	  the	  case	  study	  method.	  This	  type	  of	  research	  will	  allow	  me	  to	  apply	  eclecticism	  in	  
the	   way	   I	   conduct	   the	   study	   and	   the	   methods	   I	   use,	   for	   example,	   in	   asking	   questions,	  
conducting	   questionnaires,	   and	   analyzing	   documents	   (Bassey	   1999).	   I	   am	   going	   to	   follow	   a	  
path	   from	   questions	   to	   conclusions.	   Therefore,	   in	   designing	   the	   case	   study	   approach	   I	  
considered	   the	   basic	   parts	   of	   the	   investigation,	   such	   as	   research	   questions,	   considering	  
validity	   and	   reliability	   of	   the	   study.	   My	   case	   selection	   was	   determined	   by	   the	   research	  
purpose,	  questions,	  propositions	  and	  theoretical	  context,	  but	  also	  by	  other	  restrictions,	  such	  
as,	   accessibility	   (whether	   the	   data	   needed	   can	   be	   collected	   from	   the	   case	   individual	   or	  
organization),	   resources	   (whether	   resources	   are	   available	   to	   support	   travel	   and	   other	   data	  
collection	   and	   analysis	   costs),	   and	   the	   time	   available	   (Rowley	   2002).	   I	   am	   going	   to	   use	   a	  
design	   and	   data	   collection	   which	   will	   involve	   questionnaires,	   interviews,	   the	   collection	   of	  
documents.	  	  
	  
The	   general	   objective	   is:	   to	   identify	   the	   frameworks	   and	   benchmarks	   for	  measuring	   of	   the	  
effectiveness	  of	  bilingual	  programs	  and	  to	  find	  ways	  of	  describing	  and	  comparing	  them.	  	  
The	  specific	  objectives	  are:	  
• to	  identify	  what	  type	  of	  curricula	  are	  implemented	  and	  how	  successful	  they	  are	  
• to	  identify	  the	  key	  performance	  indicators	  (KPI)	  implemented	  by	  the	  schools	  
• to	  identify	  the	  frameworks	  and	  benchmarks	  adopted	  by	  the	  schools	  
• to	  describe	  present	  education	  practices	  in	  each	  of	  the	  schools	  
Research	  questions:	  	  	  
• Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
• What	  is	  the	  amount	  of	  time	  spent	  on	  L1	  and	  L2	  instruction	  on	  each	  level	  of	  education	  
offered	  by	  the	  school?	  
• What	   opportunities	   are	   students	   given	   to	   enhance	   their	   L2	   skills	   in	   terms	   of	   social	  
integration	  and	  academic	  achievement?	  
• What	  type	  of	  qualifications	  are	  required	  and	  training	  provided	  for	  bilingual	  teachers	  in	  
each	  of	  the	  schools?	  
• What	  is	  the	  literacy	  policy	  in	  terms	  of	  students’	  L1	  and	  L2?	  
• What	   are	   the	   assessment	   principles	   adopted	   by	   the	   school	   in	   terms	   of	   assessing	  
content	  and	  language?	  
• What	  are	   the	  assessment	  principles	   adopted	  by	   the	   school	   in	   terms	  of	   the	  bilingual	  
program?	  
Good	  research	  questions	  are	  those	  which	  enable	  the	  researcher	   to	  achieve	  his/her	  aim	  and	  
which	   are	   capable	   of	   being	   answered	   in	   the	   research	   setting	   (Gillham	   2000).	   The	   research	  
questions	   for	   this	   study	  will	   enable	  me	   to	  achieve	  my	  aim,	  which	   is	   to	   identify	   the	  ways	  of	  
measuring	   the	   effectiveness	   of	   bilingual	   programs	   and	   to	   find	   ways	   of	   describing	   and	  
comparing	  them.	  	  
The	   research	   questions	   will	   contribute	   to	   the	   objectives	   of	   this	   research	   in	   a	   direct	   and	  
indirect	   way.	   The	   objectives	   in	   relation	   to	   the	   key	   performance	   indicators	   (KPI)	   or	   the	  
frameworks	   and	   benchmarks	   will	   be	   reached	   by	   answering	   questions.	   The	   information	   on	  
educational	   indicators	   includes	   teachers’	   knowledge,	   student	  background,	   characteristics	   of	  
school’s	  teaching,	   learning	  achievement,	  or	  efficacy	  of	  school	  operation	  (Porter	  1991).	  All	  of	  
those	   elements	  must	   be	   objective	   and	  measurable	   in	   order	   to	   help	   to	   design	   an	   effective	  
accountability	  system	  in	  schools.	  Direct	  questions	   in	  a	  questionnaire	  prepared	  for	  this	  study	  
but	  also	  thanks	  to	  the	  answers	  given	  to	  other	  more	  detailed	  research	  questions	  in	  regards	  to	  
the	  implementation	  of	  the	  program	  itself	  that	  will	  take	  a	  form	  of	  an	  interview	  or	  a	  descriptive	  
case	  study.	  The	  research	  questions	  will	   therefore	  provide	  answers	   in	  a	  variety	  of	   forms	  and	  
provide	  us	  with	  guidelines	  of	  qualitative	  and	  quantitative	  measurements	  used	  by	  the	  bilingual	  
schools	  (Cuttance	  1990).	  A	  case	  study	  research	  will	  allow	  me	  to	  apply	  eclecticism	  in	  the	  way	  I	  
conduct	   the	   study	   and	   the	   methods	   I	   use,	   for	   example,	   in	   asking	   questions,	   conducting	  
questionnaires,	  and	  analyzing	  documents	  (Bassey	  1999).	  It	  is	  going	  to	  involve	  an	  institution,	  a	  
school,	  and	  a	  bilingual	  education	  program	  within	  it.	  Carrying	  out	  a	  multisite	  case	  studies,	  will	  
enable	  me	   to	  make	   a	   broader	   comment	   about	   the	  ways	   of	  measuring	   the	   effectiveness	   of	  
bilingual	  education	  programs	   in	  primary	  and	  secondary	  schools	   in	  Europe	  and	   in	  presenting	  
that	  my	   findings	   are	   applicable	   beyond	   a	   specific	   case.	   In	   this	   study	   I	   aim	   to	   find	   variables	  
helpful	  in	  designing,	  implementing,	  and	  evaluating	  successful	  bilingual	  education	  programs	  in	  
a	   European	   context.	   The	   evidence	   available	   will	   include	   documents,	   interviews,	   and	  
questionnaires.	  To	  ensure	  validity	  and	  also	  from	  an	  ethical	  point	  of	  view,	  only	  questions	  that	  
will	   be	   analyzed	   later	   will	   be	   asked.	   Methodological	   triangulation	   will	   be	   implemented.	   It	  
involves	  the	  use	  of	  multiple	  qualitative	  and/or	  quantitative	  methods	  to	  conduct	  the	  research.	  
When	   the	   results	   /	   conclusions	   from	   each	   of	   the	   methods,	   such	   as	   questionnaires,	   or	  
interviews	   are	   compared	   and	   similar	   results	   are	   found,	   then	   validity	   is	   established.	   This	  
process	  will	  allow	  me	  to	  point	   to	  any	  contradictions,	  which	  may	  highlight	  areas	   for	  analysis	  
and	   help	   draw	   insights	   and	   interpretations.	   I	   have	   decided	   to	   use	   triangulation	   so	   as	   to	  
deepen	   my	   understanding	   of	   the	   issues	   connected	   to	   my	   study	   but	   also	   to	   maximize	   my	  
confidence	   in	   the	   findings	   of	   my	   qualitative	   study.	   However,	   I	   am	   going	   to	   also	   rely	   on	  
Patton’s	   (2002)	   opinion	   while	   analyzing	   my	   results.	   He	   cautions	   that	   it	   is	   a	   common	  
misconception	  that	  the	  goal	  of	  triangulation	  is	  to	  arrive	  at	  consistency	  across	  data	  sources	  or	  
approaches.	  Internet-­‐based	  methods	  will	  be	  used	  in	  this	  study.	  The	  aim	  of	  such	  methods	  is	  to	  
gain	   sustained	   engagement	   (Lincoln	   &	   Guba	   1985)	  with	   the	   participants	   of	   the	   study.	   This	  
study	   will	   involve	   the	   use	   of	   e-­‐mails,	   online	   questionnaires,	   e-­‐mail	   interviews,	   collecting	  
documents.	   The	   Internet-­‐based	   research	   methods	   demonstrate	   a	   range	   of	   validity	   issues,	  
meaning	  the	  trustworthiness	  of	  out	  interpretations	  of	  qualitative	  data.	  There	  are	  many	  ways	  
of	   achieving	   this,	   either	   by	   triangulation,	   prolonged	   engagement,	   careful	   observation,	   or	  
independent	  audit	  (Sharpe	  &	  Benfield	  2012).	  All	  of	  the	  steps	  in	  the	  process	  of	  organizing	  the	  
research	  process	  are	  crucial.	  Beginning	  from	  identifying	  a	  problem,	  investigating	  and	  writing	  a	  
research	   purpose,	   to	   data	   collection,	   analysis	   and	   preparing	   a	   final	   report,	   none	   of	   those	  
points	  can	  be	  omitted	  (Hambleton	  2012).	  	  
	  
	  
	  
	  
	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  4.	  Methodology	  Chapter	  
A	   crucial	   objective	   of	   empirical	   research	   design	   is	   to	   ensure	   transparency	   of	   the	   research	  
process	   (Hedges	  2012).	   In	  outlining	  a	  study	  the	  understanding	  of	  our	  own	  and	  others	  views	  
about	   the	   nature	   of	   reality	   (ontology),	   as	  well	   as	   how	  we	   know	  what	  we	   assume	   is	   a	   fact	  
(epistemology),	  and	  the	  different	  values	  (axiology)	  may	  underpin	  our	  enquiry	  (Arthur,	  Waring,	  
Coe	  &	  Hedges	  2012).	  Grix	  (2002)	  called	  the	  following	  components	  the	  four	  building	  blocks	  of	  
research:	  ontology,	  epistemology,	  methodology,	  and	  methods.	  	  
4.1	  The	  principles	  underlying	  research	  
Determining	  ontology	   is	  a	  starting	  point	  from	  which	  the	  epistemology	  and	  methodology	  are	  
developed.	   The	   principles	   underlying	   research	   are	   therefore	   both	   ontological	   and	  
epistemological	   (Grix	   2002).	   The	   epistemology	   referring	   to	   the	   fact	   of	   knowing	   about	   the	  
existence	   of	   the	   studied	   reality,	   and	   is	   derived	   either	   from	   objectivism	   or	   constructivism	  
perspectives.	  Objectivism	  asserts	  that	  social	  phenomena	  confront	  us	  as	  external	  facts	  that	  are	  
beyond	  our	  reach	  or	  influence	  (Bryman	  2008:19).	  Objectivism	  is	  a	  concept	  where	  a	  researcher	  
believes	   that	  an	  objective	   reality	  exists.	  Constructivism	  asserts	   that	   “social	  phenomena	  and	  
their	   meanings	   are	   continually	   being	   accomplished	   by	   social	   actors”	   (Bryman	   2008:19).	   In	  
constructivism,	   the	   interpretivism	   does	   not	   see	   direct	   knowledge	   as	   possible.	   The	  
observations	  of	  the	  world	  which	  provide	  indirect	   indications	  of	  certain	  phenomena,	  and	  the	  
knowledge	   are	   developed	   through	   interpretation.	   The	   methodological	   assumptions,	   the	  
procedures	   or	   logic	   that	   should	   be	   followed	   are	   a	   reflection	   of	   the	   ontological	   and	  
epistemological	   assumptions.	   What	   is	   more,	   under	   the	   constructivist	   ontology	   and	  
interpretivist	  epistemology,	  the	  methodological	  assumptions	  are	  ideographic,	  dialectical	  and	  
hermeneutical	  in	  nature.	  When	  it	  comes	  to	  the	  techniques	  or	  methods	  that	  ought	  to	  be	  used,	  
Grix	   (2002)	   explains	   that	   those	   are	   free	   of	   ontological	   and	   epistemological	   presumptions,	  
which	   relate	   to	   the	   researcher.	   Denzin	   and	   Lincoln	   (2001)	   listed	   three	   categories	   of	   those	  
beliefs:	  
• Ontology:	  what	   kind	   of	   being	   is	   the	   human	   being.	  Ontology	   deals	  with	   the	   question	   of	  
what	  is	  real	  (Petrov	  2011:137).	  
• Epistemology:	   what	   is	   the	   relationship	   between	   the	   inquirer	   and	   the	   known:	  
"epistemology	  is	  the	  branch	  of	  philosophy	  that	  studies	  the	  nature	  of	  knowledge	  and	  the	  
process	  by	  which	  knowledge	  is	  acquired	  and	  validated"	  (Gall,	  Borg,	  &	  Gall	  1996)	  
• Methodology:	  how	  do	  we	  know	  the	  world,	  or	  gain	  knowledge	  of	  it.	  
Research	   philosophy	   and	  paradigm	   is	   an	   important	   part	   of	   research	  methodology,	   so	   as	   to	  
collect	   data	   effectively.	   The	   debates	   about	   the	   term	   paradigm	   have	   been	   continuous	   ever	  
since	   this	   term	  has	  been	   introduced	  by	  Khun	   in	  1962.	  Guba	   (1990:27)	   says	   that	   there	   is	  no	  
place	   for	   disagreement	   as	   each	   paradigm	   is	   an	   alternate	   offering	   with	   its	   own	   merits.	  
According	   to	   him,	   paradigms	   can	   be	   defined	   by	  
their	  ontology,	  epistemology	  and	  methodology.	   These	   characteristics	   formulate	   a	   holistic	  
picture	  of	  how	  we	  perceive	  knowledge.	  Creswell	  (1994:176)	  however	  reminds	  that	  at	  one	  end	  
of	  the	  ‘paradigm	  wars’	  there	  are	  opinions	  stating	  that	  paradigms	  and	  methods	  should	  not	  be	  
mixed.	   Another	   school	   of	   thought	   is	   represented	   by	   the	   ‘situationalists’	   who	   support	   a	  
productive	   use	   of	   both	   methods.	   According	   to	  Mertens	   (2003)	   a	   paradigm	   is	   a	   worldview	  
complete	  with	   the	   assumptions	   associated	  with	   that	   view.	   Teddlie	   and	   Tshakkori	   (2009:21)	  
expand	   this	   definition	   and	   say	   that	   a	   paradigm	   is	   a	   worldview	   including	   philosophical	   and	  
sociopolitical	   issues,	   whereas	   a	   research	   methodology	   is	   a	   general	   approach	   to	   scientific	  
inquiry	   involving	   preferences	   for	   broad	   components	   of	   the	   research	   process.	  Buchanan	   and	  
Bryman	   (2007:486)	   referring	   to	   the	  Mixed	  methods	   research	   state	   that	   the	  MM,	  as	  we	  will	  
refer	  to	  further	  in	  the	  text,	  reflect	  the	  paradigm	  diversity	  of	  the	  social	  sciences	  in	  general.	  He	  
further	  states	  that	  this	  epistemological	  eclecticism	  has	  necessitated	  the	  development	  of	  new	  
terminology.	   As	   we	   read	   in	   Cameron	   (2011:5)	   Tashakkori	   and	   Teddlie	   (2003)	   call	   mixed	  
methods	  the	  ‘third	  methodological	  movement’,	  while	  Mingers	  (2003)	  refers	  to	  the	  ceasefire	  
of	  the	  paradigm	  wars.	  Johnson	  and	  Onwuegbuzie	  (2004)	  specify	  that	  mixed	  methods	  research	  
is	   a	   ‘research	   paradigm	   whose	   time	   has	   come’,	   while	   Cameron	   and	  Miller	   (2007)	   use	   the	  
metaphor	   of	   the	   phoenix	   to	   illustrate	   the	   emergence	   of	   mixed	   methods	   as	   the	   third	  
methodological	  movement.	  Cameron	  (2008)	  takes	  this	  comparison	  even	  further	  by	  inquiring	  
whether	   the	   phoenix	   has	   landed	   in	   terms	   of	   research	   conducted	   within	   management	  
research.	   Greene	   and	   Caracelli	   (2003)	   discuss	   the	   interface	   between	   philosophy	   and	  
methodology	  and	  aim	  to	  elevate	  the	  conceptual	  mixed	  methods	  paradigm	  debate	  as	  another	  
angle	  on	  paradigmatic	  choice	  in	  mixed	  method	  research.	  Teddlie	  and	  Tashakkori	  (2010)	  have	  
developed	  an	  extensive	  list	  of	  paradigmatic	  stances	  taken	  within	  MM,	  such	  as,	  a-­‐paradigmatic	  
stance,	   substantive	   theory	   stance,	   complementary	   strengths	   stance,	   multiple	   paradigms,	  
dialectic	  stance,	  and	  single	  paradigm	  stance.	  A	  description	  of	  each	  of	  these	  stances	  in	  listed	  in	  
Table	  below	  (Teddlie	  and	  Tashakkori	  2010:14-­‐16).	  
	  
	  
Paradigmatic	  stances	  in	  MM	  
Table	  17	  
	  
Paradigmatic	  Stances	  
	  
Position	  taken	  	  
A	  paradigmatic	  stance	   For	  many	  applied	  studies	  in	  real	  world	  settings,	  paradigms	  are	  
unimportant	  
Substantive	  theory	  
stance	  
Theoretical	  orientations	  relevant	  to	  the	  research	  being	  undertaken	  
(e.g.	  critical	  race	  theory,	  attribution	  theory)	  are	  more	  important	  than	  
philosophical	  paradigms	  
Complementary	  
strengths	  stance	  
MM	  is	  possible	  only	  if	  the	  different	  methods	  are	  kept	  as	  separate	  as	  
feasibly	  possible	  so	  that	  the	  strength	  of	  each	  paradigm	  is	  maintained	  
Multiple	  paradigms	   Multiple	  paradigms	  may	  serve	  as	  the	  foundation	  for	  MM.	  In	  some	  MM	  
designs	  a	  single	  paradigm	  does	  not	  apply	  
Dialectic	  stance	   Assumes	  all	  paradigms	  offer	  something	  and	  that	  multiple	  paradigms	  in	  
a	  single	  study	  contributes	  to	  a	  better	  understanding	  of	  the	  
phenomenon	  being	  studied	  
Single	  paradigm	  stance	   Initially	  formulated	  to	  provide	  the	  philosophical	  foundation	  for	  MM	  
sometimes	  referred	  to	  as	  the	  “alternate	  paradigm	  stance’(Greene	  
2007).Examples	  include:	  pragmatism;	  critical	  realism	  and;	  
transformative	  paradigm	  
The	   above	   frameworks	   for	   paradigm	   stances	   provide	   a	   frame	   for	   researchers	   wanting	   to	  
position	  their	  research	  approach	  paradigmatically.	  	  
Research	  design	  cannot	  be	  conceived	  in	  isolation	  from	  the	  problem	  that	  research	  is	  intended	  
to	   investigate.	   Good	   research	   design	   proceeds	   from	   an	   understanding	   of	   the	   question,	  
problem	  or	  issue	  that	  the	  study	  addresses.	  Such	  an	  understanding	  of	  a	  problem	  situates	  the	  
problem	   in	   a	   relevant	   context	   and	   appropriate	   intellectual	   traditions.	   Some	   research	  
traditions	  require	  extensive	  specification	  of	  problems	  in	  terms	  of	  contexts,	  suitable	  empirical	  
evidence	   and	   logics	   of	   enquiry.	   Other	   traditions	   frame	   problems	   in	   a	   broader	   context	   and	  
empirical	  evidence.	  Ethnographic	  traditions	  offer	  more	  flexibility	  in	  how	  the	  data	  collection	  is	  
organized,	  what	  evidence	  may	  be	  relevant	  and	  how	  it	  ought	  to	  be	  organized	   in	  the	  analysis	  
process.	  	  
The	   logic	  of	  enquiry	  determines	  what	  kinds	  of	  evidence	  might	  be	  relevant	   in	  supporting	  the	  
conclusions	   of	   the	   research,	   as	   well	   as	   how	   they	   might	   be	   organized	   in	   analysis.	   It	   also	  
ascertains	  the	  way	  a	  particular	  problem	  is	  shaped	  by	  the	   intellectual	  traditions	   in	  which	  the	  
researchers	   are	   working	   and	   by	   how	   they	   conceive	   the	   particular	   problem	   being	   studied.	  
Many	  logics	  of	  inquiry	  involve	  implicit	  and	  explicit	  comparisons	  of	  units	  being	  studied	  (which	  
may	   be	   individuals	   or	   collectives	   such	   as	   classrooms	   or	   schools).	   Some	   logics	   of	   enquiry	  
involve	   comparisons	  of	   a	  unit	   or	  units	  with	  external	   standards.	  Comparisons	  are	  present	   in	  
studies	   like	   experiments	   or	   quasi-­‐experiments	   that	   compare	   one	   group	   of	   individuals	   with	  
another	  as	  an	  essential	   feature	  of	   their	   logic	  of	  enquiry.	  However,	  a	  similar	   logic	  of	  enquiry	  
involving	  comparisons	  motivates	  some	  kinds	  of	  research	  that	  do	  not	  manipulate	  or	  intend	  to	  
draw	   conclusions.	   For	   example	   survey	   research	  may	   involve	   comparisons.	   Another	   kind	   of	  
comparison	  that	  gives	  meaning	  in	  logic	  of	  research	  arises	  in	  studies	  of	  a	  single	  unit,	  where	  the	  
comparison	  is	  with	  the	  unit	  itself	  at	  a	  different	  point	  in	  time.	  Studies	  that	  investigate	  a	  single	  
unit,	  like	  intensive	  case	  studies,	  use	  comparisons	  to	  give	  meaning	  to	  the	  evidence	  about	  that	  
unit.	  Such	  studies	  often	  use	  internal	  comparisons	  as	  part	  of	  their	   logic	  of	  enquiry.	  They	  may	  
also	   use	   comparisons	   to	   external	   standards	   or	   broader	   experience	   to	   give	  meaning	   to	   the	  
evidence	  even	  if	  it	  is	  never	  explicitly	  compared	  to	  another	  unit.	  Such	  use	  of	  comparisons	  with	  
external	   standards	   is	   also	   part	   of	   the	   logic	   of	   other	   research	   design,	   such	   as	   surveys	   that	  
include	  measures	  with	  externally	  referenced	  performance	  standards.	  Some	  logics	  of	  enquiry	  
used	  in	  ethnography	  involve	  the	  idea	  that	  the	  process	  of	  developing	  descriptions,	  claims	  and	  
interpretations	   must	   be	   based	   on	   evidence,	   subject	   to	   searchers	   for	   alternative	  
interpretations	  and	  attempts	  at	  disconfirmation.	  
However,	  many	  types	  of	  research	  designs	  differ	  on	  at	  least	  two	  dimensions.	  One	  dimension	  is	  
whether	   the	   research	   design	   involves	   manipulation	   of	   putative	   independent	   variables	   or	  
passive	   observation.	   The	   other	   dimension	   is	   whether	   the	   research	   design	   involves	   a	   single	  
unit	  (which	  may	  be	  a	  person,	  or	  an	  aggregate	  unit	  such	  as	  a	  classroom	  or	  school)	  or	  multiple	  
units.	  Some	  research	  designs	  are	  organized	  to	  study	  single	  units.	  Sometimes	  the	  purpose	  of	  
the	  study	  is	  to	  simply	  describe	  the	  unit	  at	  one	  point	  in	  time.	  There	  is	  no	  manipulation.	  Passive	  
developmental	   studies	   might	   examine	   the	   behaviour	   of	   a	   single	   individual	   over	   time,	  
observing	  language	  or	  other	  performance	  over	  time	  in	  order	  to	  understand	  the	  development	  
of	   cognitive	   skill	  or	  other	   concepts	   thought	   to	  generate	  action.	   Intensive	  case	   studies,	  both	  
contemporaneous	  and	  retrospective	  fall	  into	  this	  category	  of	  designs.	  	  
Some	   research	   designs	   focus	   on	   a	   single	   unit	   but	   involve	   an	   attempt	   to	   determine	   if	  
manipulating	   one	   (or	   more)	   putative	   independent	   variables	   will	   have	   a	   causal	   effect	   on	  
another	   variable.	   For	   instance,	   classic	   studies	   of	   single	   subject	   behaviour	   observe	   the	  
performance	   of	   a	   single	   individual	   over	   time,	   also	   after	   changing	   circumstances	   and	  
influencing	  his	  actions.	  Research	  designs	  in	  which	  the	  researcher	  manipulates	  the	  value	  of	  an	  
independent	   variable	   so	   that	   different	   units	   have	   different	   values	   of	   that	   independent	  
variable	   can	   provide	   strong	   evidence	   about	   the	   causal	   effects	   of	   independent	   variables	   on	  
outcomes.	  Other	  research	  designs	  focus	  on	  multiple	  units	  but	  involve	  no	  manipulating.	  Cross-­‐
sectional	   surveys	   focus	   on	   the	  measurement	   of	   a	   collection	   of	   units	   at	   one	   point	   in	   time,	  
supporting	   logics	  of	  enquiry	   that	   focus	  on	  comparisons	  between	   individuals	  at	  one	  point	   in	  
time.	  Surveys	  are	  among	  the	  most	  common	  research	  designs	  in	  this	  category.	  
4.2	  Quantitative	  research	  
Quantitative	   research	   methods	   originated	   in	   the	   natural	   sciences	   to	   study	   natural	  
phenomena.	   Nowadays,	   they	   are	   also	   applied	   in	   social	   sciences	   and	   education.	   They	   are	  
defined	   by	   Aliaga	   and	   Gunderson	   (2000)	   as	   explaining	   phenomena	   by	   collecting	   numerical	  
data	   that	   are	   analysed	   using	   mathematically	   based	   methods	   (in	   particular	   statistics).	  
Therefore,	   in	  this	  type	  of	  research,	  the	  researcher	  knows	  in	  advance	  what	  aspects	  he/she	  is	  
searching	   and	   so	   needs	   to	   design	   the	   study	   carefully	   before	   the	   data	   is	   collected.	   The	  
objective	  is	  to	  develop	  and	  apply	  mathematical	  models,	  theories	  and	  /	  or	  hypothesis	  related	  
appropriately	  to	  the	  research	  context.	  The	  steps	  involved	  in	  designing	  a	  study	  involve:	  
• Developing	  models,	  theories,	  hypotheses	  of	  what	  the	  researcher	  expects	  to	  find.	  
• Developing	  instruments	  and	  methods	  for	  measuring	  data.	  
• Experimental	  control	  and	  manipulation	  of	  variables.	  
• Collecting	  the	  data.	  
• Modeling	  and	  analyzing	  the	  data.	  
• Evaluating	  the	  results.	  
QUAN	   researchers	   employ	   deductive	   reasoning,	  where	   they	   start	   by	   discussing	   the	   general	  
theory	  /	  framework	  to	  detailed	  information.	  One	  of	  the	  strengths	  is	  the	  fact	  that	  this	  type	  of	  
research	  produces	  quantifiable,	   reliable	  data	   that	  can	  be	  applied	   to	  a	  greater	  population	  of	  
people.	  Another	  strength	  is	  the	  analysis	  process	  itself,	  which	  allows	  researchers	  to	  test	  their	  
hypotheses.	  One	  of	   the	  weaknesses	  of	   the	  quantitative	  approach	   is	   that	   it	  decontextualizes	  
human	  behaviour,	  as	  it	   is	  not	  present	  in	  a	  natural	  setting	  and	  lacks	  the	  depth	  and	  wealth	  of	  
data	   present	   in	   qualitative	   research	   (Anderson	   &	   Taylor	   2009).	   In	   fact	   it	   only	   generates	  
proven	   or	   unproven	   results	   with	   no	   scope	   for	   uncertainty.	   Quantitative	   studies	   usually	  
require	  extensive	   statistical	   analysis,	  which	  often	  proves	  demanding,	  owing	   to	   the	   fact	   that	  
most	   researchers	   are	   not	   statisticians.	   Additionally,	   not	   many	   researchers	   provide	   a	  
comprehensive	   hypothesis,	   and	   the	   requirements	   for	   successful	   statistical	   confirmation	   are	  
very	  strict,	  therefore,	  additional	  time	  and	  justifications	  are	  required	  to	  analyze	  the	  results,	  as	  
the	  key	   is	  to	  establish	  what	  the	  results	  mean	  and	  how	  they	  can	  be	  applied	  to	  the	  world.	  All	  
evidence	   must	   be	   empirical	   in	   order	   to	   later	   draw	   valid	   conclusions.	   In	   any	   experimental	  
design,	   a	   researcher	   manipulates	   one	  variable,	   the	  independent	   variable,	   and	   studies	   how	  
that	   affects	   the	  dependent	   variables.	   If	   the	   controlled	   variables	   are	   not	   isolated,	   that	   will	  
compromise	  the	   internal	  validity.	  Usually	  only	  one	  or	  two	  variables	  are	  measured	  at	  a	  time.	  
Failure	   to	   standardize	   even	   one	   of	   these	  controlled	   variables	  could	   cause	   a	  confounding	  
variable	  and	   invalidate	   the	   results	   (Shuttleworth	   2008),	   as	   shown	   in	   the	   picture	   below	  
(www.explorable.com)	  
	  	  
Figure	  17	  The	  research	  variables.	  
The	  basic	  rule	  of	  causality	  is	  verifying	  whether	  the	  results	  seen	  in	  an	  experiment	  were	  caused	  
by	  the	  manipulation	  or	  by	  another	  factor	  that	  may	  highlight	  the	  process.	  
The	  fundamental	  outline	  of	  the	  QUAN	  research	  is	  illustrated	  below:	  
	  
Figure	  18	  The	  outline	  of	  the	  QUAN	  research.	  
A	  variety	  of	   research	  designs	   is	   implemented,	   from	  survey,	  experimental,	  and	  correlational.	  
Questionnaires	  as	  means	  for	  collecting	  information	  are	  of	  most	  value	  when	  used	  with	  other	  
methods	   (Gillham	   2000a).	   The	  multi-­‐method	   approach	   seems	   therefore	  more	   adequate	   in	  
terms	  of	  greater	  reliability.	  Questionnaires	  can	  be	  open-­‐ended	  or	  closed.	  Questionnaires	  can	  
be	  paper-­‐based	  or	  computer-­‐delivered,	  or	  conducted	  face-­‐to-­‐face	  or	  even	  by	  phone.	  It	   is	  the	  
researcher	   who	   determines	   the	   questions	   and	   a	   range	   of	   answers	   that	   can	   be	   given.	   The	  
general	  aim	  of	  the	  study	  is	  to	  learn	  which	  answers	  are	  chosen.	  The	  questionnaires	  should	  not	  
be	   too	   long.	  A	   lengthy	  questionnaire	  may	  discourage	   the	   respondent	   from	  answering	  all	   of	  
the	  questions.	  The	  length	  then	  should	  be	  considered	  in	  terms	  of	  validity.	  	  
An	  interview	  is	  a	  conversation	  where	  an	  interviewer	  seeks	  responses	  from	  an	  interviewee	  for	  
a	  particular	  purpose.	  The	  form	  of	  an	  interview	  is	  determined	  by	  its	  purpose	  (Gillhan	  2000b).	  
This	   can	   be	   achieved	   by	   maintaining	   flexibility	   according	   to	   what	   emerges	   during	   the	  
conversation.	   If	   the	   researcher	   is	   genuinely	   interested	   and	   listens	   attentively	   then	   a	   lot	   of	  
additional	   information	  might	   appear.	   The	   interview	   needs	   to	   be	   transcribed	   therefore	   the	  
length	  of	   the	   conversation	   is	   also	   important.	  However,	   this	   is	   not	   the	  only	   reason.	  Keeping	  
them	  short	  makes	  them	  more	  focused,	  which	  is	  advantageous.	  	  
4.3	  Qualitative	  research	  
	  
Qualitative	  methods	  were	  developed	   in	   the	  social	   sciences	  and	  enable	   researchers	   to	  study	  
social	  and	  cultural	  phenomenon.	  QUAL	  researchers	  employ	   inductive	  reasoning,	  where	  they	  
start	  with	  a	  particular	  data	  to	  general,	  creative	  a	  theory.	  There	  are	  many	  different	  definitions	  
of	  qualitative	  research.	  One	  of	  them	  was	  provided	  by	  Denzin	  &	  Lincoln	  (2005:3)	  and	  it	  focuses	  
on	  the	  process	  and	  context	  of	  data	  collection:	  	  
Qualitative	  research	  is	  a	  situated	  activity	  that	  locates	  the	  observer	  in	  the	  world.	  It	  consists	  of	  a	  set	  
of	   interpretive,	   material	   practices	   that	   makes	   the	   world	   visible.	   These	   practices	   transform	   the	  
world.	   They	   turn	   the	   world	   into	   a	   series	   of	   representations,	   including	   field	   notes,	   interviews,	  
conversations,	  photographs,	  recordings,	  and	  memos	  to	  the	  self.	  At	  this	  level,	  qualitative	  research	  
involves	   an	   interpretive,	   naturalistic	   approach	   to	   the	   world.	   This	   means	   that	   qualitative	  
researchers	   study	   things	   in	   their	   natural	   settings,	   attempting	   to	  make	   sense	   of,	   or	   to	   interpret,	  
phenomena	  in	  terms	  of	  the	  meanings	  people	  bring	  to	  them.	  	  
Another	  definition	  offered	  by	  Nkwi,	  Nyamongo,	  and	  Ryan	   (2001:1)	   suggests	   that	  qualitative	  
research	   involves	   any	   research	   that	   uses	   data	   that	   do	   not	   indicate	   ordinal	   values.	  Others	  
emphasize	  an	  epistemological	   stance	   in	  qualitative	   research	  using	  methods	  which	   involve	  a	  
narrative,	   such	   as	   participant	   observation	   or	   case	   studies	   (Parkinson	   &	   Drislane	   2011).	  
Qualitative	  researchers’	  objective	  is	  also	  the	  understanding	  of	  the	  meaning	  people	  construct	  
of	  the	  world,	  and	  how	  they	  make	  sense	  of	  it	  (Merriam	  2009:13).	  	  
The	   inductive	   and	   flexible	   nature	   of	   qualitative	   data	   collection	   methods	   offers	   certain	  
advantages.	  One	  of	   them	  is	   the	  possibility	   to	  obtain	  the	  data	  by	  asking	  why	  and	  how	  open-­‐
ended	   questions,	   where	   a	   researcher	   can	   get	   unexpected	   answer	   or	   information.	   One	  
limitation,	   however,	   is	   that	   text	   analyses	   is	   time	   consuming.	   It	   involves	  data	   collection	   and	  
also	   transcribing,	   coding,	   and	   then	   interpreting	   the	   data.	   If	   research	   is	   done	   in	   a	   foreign	  
language,	  then	  it	  is	  necessary	  to	  assign	  additional	  time	  for	  the	  analysis	  and	  translation.	  	  
Figure	   2.1	   presents	   the	   relationship	   between	   theory,	   practice,	   research	   questions,	   and	  
personal	  experience.	  It	   is	  known	  as	  the	  cycle	  of	   inquiry.	  The	  research	  process	  may	  therefore	  
commence	  at	  any	  point	  of	   this	  process.	  The	   research	  questions	  outline	   the	  decisions	  about	  
collecting	  data	  (Jonassen	  &	  Rohrer-­‐Murphy	  1999:6).	  	  	  
	  
Figure	  19	  The	  Cycle	  of	  Inquiry	  
Crabtree	  and	  Miller	  (1992)	  argue	  that	  qualitative	  research	  is	  better	  represented	  by	  the	  Shiva	  
circle	  of	  constructivist	  theory,	  where	  the	  researcher	  enters	  this	  interpretation	  cycle	  with	  great	  
sensitivity	  to	  context	  but	  seeks	  no	  ultimate	  truths.	  	  This	  is	  shown	  in	  the	  Figure	  below.	  
	  Figure	  20	  Shiva’s	  Circle	  of	  Constructivist	  Inquiry	  
A	  more	   radical	   view	   is	   presented	   in	   Figure	   below	  where	   critical,	   feminist	   and	   postmodern	  
perspectives	  are	  presented.	  
	  
	  
Figure	  21	  Global	  Eye	  of	  Critical/Ecological	  Inquiry	  
	  
The	   Table	   below	   shows	   some	   of	   the	  more	   common	   approaches	   used	  when	   collecting	   and	  
using	  qualitative	  data	  (Guest,	  Namey	  &	  Mitchell	  2013).	  
	  Type	  of	  Approach	   Defining	  Features	   Data	  Collection	  Implications	  
	  
Phenomenology	  	  
	  
	  	  	  	  Focuses	  on	  individual	  
experiences,	  beliefs,	  and	  
perceptions.	  	  
Text	  used	  as	  a	  proxy	  for	  
human	  experience.	  
	  
	  	  	  	  Questions	  and	  observations	  
are	  aimed	  at	  drawing	  out	  
individual	  experiences	  and	  
perceptions.	  	  
·∙	  	  	  In	  focus	  groups,	  group	  
experiences	  and	  normative	  
perceptions	  are	  typically	  
sought	  out.	  	  
·∙	  	  	  In-­‐depth	  interviews	  and	  focus	  
groups	  are	  ideal	  methods	  for	  
collecting	  phenomenological	  
data.	  	  
Ethnography	  	   Oriented	  toward	  studying	  
shared	  meanings	  and	  practices	  
(i.e.,	  culture).	  
Emphasizes	  the	  emic	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
Perspective.	  Can	  have	  a	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
contemporary	  or	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
historical	  focus.	  
Questions	  and	  observations	  
are	  generally	  related	  to	  social	  
and	  cultural	  processes	  and	  
shared	  meanings	  within	  a	  
given	  group	  of	  people.	  
	  	  	  Traditionally,	  it	  is	  associated	  	  	  	  	  	  	  	  	  	  	  	  
with	  long-­‐term	  fieldwork,	  but	  	  
some	  aspects	  are	  employed	  in	  
applied	  settings.	  	  
·∙	  	  Participant	  observation	  is	  well	  
suited	  to	  ethnographic	  inquiry.	  	  
Inductive	  Thematic	  Analysis	  	   	  	  	  	  Draws	  on	  inductive	  analytic	  
methods	  (this	  would	  be	  same	  
for	  Grounded	  Theory	  below	  as	  
well).	  	  
·∙	  	  	  Involves	  identifying	  and	  coding	  
emergent	  themes	  within	  data.	  	  
	  	  	  	  Most	  common	  analytic	  
approach	  used	  in	  qualitative	  
inquiry	  
	  	  	  	  ITA	  requires	  generation	  of	  
free-­‐flowing	  data.	  	  
·∙	  	  	  In-­‐depth	  interviews	  and	  focus	  
groups	  are	  the	  most	  common	  
data	  collection	  techniques	  
associated	  with	  ITA.	  	  
·∙	  	  	  Notes	  from	  participant	  
observation	  activities	  can	  be	  
analyzed	  using	  ITA,	  but	  
interview/focus	  group	  data	  are	  
better.	  	  
Grounded	  Theory	   	  	  	  	  Inductive	  data	  collection	  and	  
analytic	  methods.	  	  
·∙	  	  	  Uses	  systematic	  and	  
exhaustive	  comparison	  of	  text	  
segments	  to	  build	  thematic	  
structure	  and	  theory	  from	  a	  
body	  of	  text.	  	  
Common	  analytic	  approach	  in	  
	  	  	  	  As	  above,	  in-­‐depth	  interviews	  
and	  focus	  groups	  are	  the	  most	  
common	  data	  collection	  
techniques	  associated	  with	  GT.	  	  
·∙	  	  	  Sample	  sizes	  for	  grounded	  
theory	  are	  more	  limited	  than	  
for	  ITA	  because	  the	  analytic	  
process	  is	  more	  intensive	  and	  
qualitative	  studies.	   time	  consuming.	  	  
	  	  	  	  Note:	  Many	  researchers	  
incorrectly	  label	  all	  inductive	  
thematic	  analyses	  “grounded	  
theory,”	  as	  a	  default.	  
Technically,	  they	  are	  not	  the	  
same	  thing.	  	  
Case	  Study	   	  	  	  	  Analysis	  of	  one	  to	  several	  
cases	  that	  are	  unique	  with	  
respect	  to	  the	  research	  topic	  	  
·∙	  	  Analysis	  primarily	  focused	  on	  
exploring	  the	  unique	  quality.	  	  
	  
	  	  	  Cases	  are	  selected	  based	  on	  a	  
unique	  (often	  rarely	  observed)	  
quality.	  	  
Questions	  and	  observations	  
should	  focus	  on,	  and	  delve	  
deeply	  into,	  the	  unique	  
feature	  of	  interest.	  
Discourse/	  	  
Conversation	  Analysis	  
	  	  	  	  Study	  of	  “naturally	  occurring”	  
discourse	  	  	  	  
	  	  	  	  Can	  range	  from	  conversation	  	  	  	  	  	  	  	  	  	  
	  	  	  	  to	  public	  events	  to	  existing	  	  	  	  	  	  	  
	  	  	  	  documents.	  	  
Text	  and	  structures	  within	  
discourse	  used	  as	  objects	  of	  
analysis.	  
	  	  	  	  These	  linguistically	  focused	  
methods	  often	  use	  existing	  
documents	  as	  data.	  	  
·∙	  	  	  Conversations	  between	  
individuals	  that	  spontaneously	  
emerge	  within	  group	  
interviews	  or	  focus	  groups	  
may	  be	  studied	  but	  are	  not	  
preferred.	  	  
·∙	  	  Participant	  observation	  is	  
conducive	  to	  discourse	  
analysis	  if	  narratives	  from	  
public	  events	  can	  be	  recorded.	  
Narrative	  Analysis	   Narratives	  (storytelling)	  used	  
as	  source	  of	  data.	  	  
Narratives	  from	  one	  or	  more	  
sources	  (e.g.,	  interviews,	  
literature,	  letters,	  diaries).	  
If	  generating	  narratives	  
(through	  in-­‐depth	  interviews),	  
then	  questions/	  tasks	  need	  to	  
be	  aimed	  at	  eliciting	  stories	  
and	  the	  importance	  those	  
stories,	  hold	  for	  participants,	  
as	  well	  as	  larger	  cultural	  
meaning.	  
Mixed	  Methods	   Defined	  as	  integrating	  
quantitative	  and	  qualitative	  
research	  methods	  in	  one	  
study.	  	  
Two	  most	  common	  designs	  
are	  sequential	  and	  concurrent.	  
	  	  	  Collection	  of	  qualitative	  data	  in	  
a	  mixed	  methods	  study	  can	  be	  
informed	  from	  a	  wide	  range	  of	  
theoretical	  perspectives	  and	  
analytic	  approaches.	  	  
Researchers	  must	  specify	  up	  
front,	  and	  in	  detail,	  how,	  
when,	  and	  why	  qualitative	  and	  
quantitative	  datasets	  will	  be	  
integrated.	  
Table	  18	  
	  
Phenomenology	  is	  defined	  by	  Smith,	  Flowers,	  and	  Larkin	  (2009:11)	  as	  	  
“a	  philosophical	  approach	  to	  the	  study	  of	  experience	  .	  .	  .	  [that]	  shares	  a	  particular	  interest	  
in	  thinking	  about	  what	  the	  experience	  of	  being	  human	  is	  like,	  in	  all	  of	  its	  various	  aspects,	  
but	   especially	   in	   terms	   of	   the	   things	   that	   matter	   to	   us,	   and	   which	   constitute	   our	   lived	  
world”.	  	  
	  
In	   general	   terms	   we	   can	   say	   that	   phenomenology	   is	   the	   study	   of	   conscious	   experience,	  
initiated	  in	  the	  early	  20th-­‐century	  by	  philosophers	  such	  as	  Husserl,	  Sartre,	  or	  Merleau-­‐Ponty.	  
Many	  of	  their	  ideas	  were	  later	  adopted	  in	  the	  behavioral	  and	  social	  sciences	  by	  distinguished	  
scholars	  such	  as	  psychologist	  Amedeo	  Giorgi	  (1970)	  and	  social	  scientist	  Alfred	  Schütz	  (1967).	  
In	   contemporary	   social	   science,	   the	   term	   is	   used	   more	   broadly	   to	   indicate	   the	   study	   of	  
individuals’	   perceptions,	   feelings,	   and	   life	   experiences.	   Phenomenology	   is	   also	   employed	   in	  
clinical	   psychology,	   and	   is	   associated	   with	   a	   unique	   set	   of	   methods	   and	   procedures	  
(Moustakas	  1994).	  Qualitative	  research	  is	  very	  often	  phenomenological	  in	  nature.	  The	  notion	  
of	  open-­‐ended	  questions	  and	  conversational	  inquiry,	  are	  characteristic	  in	  qualitative	  research,	  
and	  gives	  research	  participants	  the	  ability	  to	  describe	  their	  experiences	  or	  a	  topic	  in	  their	  own	  
words,	  which	  is	  seen	  as	  an	  advantage.	  	  
	  
Ethnography	   stems	   from	   the	   Greek	   root	   ethnos,	   meaning	   “an	   ethnic	   group,”	   and	   graph	  
denoting	  “a	  form	  of	  writing,	  drawing	  or	  representation.”	   It	   literally	  means	  “to	  write	  about	  a	  
group	   of	   people.”	   A	   holistic	   and	   naturalistic	   perspective	   is	   a	   characteristic	   feature	   of	   the	  
ethnographic	  approach.	  The	  naturalistic	  manner	  places	  great	  emphasis	  on	  understanding	  the	  
emic	   (insider/local)	  perspective.	   Its	   roots	  can	  be	   found	   in	  the	   field	  of	  anthropology	  where	  a	  
researcher	   is	   immersed	   within	   the	   community	   being	   studied	   for	   certain	   periods	   of	   time.	  
Therefore,	  participant	  observation	  has	   always	  been	  an	   integral	   component	  of	   ethnographic	  
inquiry.	   In	   the	   early	   20th-­‐century	   anthropologists	   such	   as	   Bronislaw	  Malinowksi	   and	   Franz	  
Boas	   initiated	  traditional	  ethnography,	  which	  centred	  around	  the	  cultural	  dimensions	  of	   life	  
and	   behavior.	   Ethnography	   has	   evolved	   significantly	   since	   the	   early	   20th	   century.	   Many	  
disciplines	  aside	  from	  anthropology	  now	  use	  an	  ethnographic	  approach,	  but	  it	  is	  generally	  not	  
as	   immersive	  as	   traditional	  ethnography.	  The	  shift	   towards	   team	  research	   is	  distinguishable	  
now	   in	   applied	   research	   fields,	   whereas	   it	   used	   to	   be	   a	   one-­‐person	   enterprise.	   Nowadays,	  
field	   research	   is	   usually	   a	   collaborative	   undertaking,	   with	   teams	   involving	   several	   team	  
members	  from	  professional	  backgrounds	  representing	  different	  organizations.	  	  
Inductive	  thematic	  analysis	   is	  the	  most	  common	  qualitative	  data	  analysis	  method	  applied	   in	  
the	  social,	  behavioral,	  and	  health	  sciences.	  The	  process	  involves	  reading	  through	  textual	  data,	  
identifying	  themes	  in	  the	  data,	  coding	  those	  themes,	  and	  then	  interpreting	  the	  structure	  and	  
content	  of	  the	  themes	  (Guest,	  MacQueen	  &	  Namey	  2012).	  	  
Grounded	   theory	   is	   a	   type	   of	   inductive	   thematic	   analysis.	   Expanded	   by	   Glaser	   and	   Strauss	  
(1967),	  it	  is	  a	  set	  of	  techniques	  used	  to	  identify	  categories	  and	  concepts	  within	  text	  that	  are	  
then	   linked	   into	   formal	   theoretical	   models	   (Corbin	   &	   Strauss	   2008).	   Charmaz	   (2006:2)	  
illustrates	   grounded	   theory	   as	   a	   set	   of	   methods	   that	   consist	   of	   systematic,	   yet	   flexible	  
guidelines	  for	  collecting	  and	  analyzing	  qualitative	  data	  to	  construct	  theories	  ‘grounded’	  in	  the	  
data	  themselves.	  A	  distinctive	  aspect	  of	  grounded	  theory	  is	  the	  constant	  comparison	  method.	  
It	   requires	   all	   segments	   of	   text	   to	   be	   systematically	   compared	   and	   contrasted	   with	   each	  
other,	   only	   then	   theoretical	   models	   can	   be	   created	   and	   additionally	   revised	   as	   data	   are	  
continuingly	  collected	  and	  analyzed.	  In	  reference	  to	  data	  collection,	  it	   is	   important	  to	  notice	  
the	  distinction	  between	  general	  inductive	  thematic	  analyses	  and	  grounded	  theory.	  The	  latter	  
requires	   an	   iterative	   research	   design	   in	   which	   data	   collection	   and	   analysis	   are	   combined	  
together	  and	  sample	  sizes	  are	  not	  predetermined.	  Sampling	  and	  data	  collection	  procedures	  in	  
an	  applied	  thematic	  analysis	  context	  can	  be	  iterative,	  but	  also	  predetermined	  and	  temporally	  
separate	  from	  analysis.	  
	  
A	  qualitative	  case	  study	  examines	  a	  phenomenon	  within	  its	  real-­‐life	  context.	  	  One	  can	  say	  that	  
the	   primary	   aim	   of	   a	   case	   study	   is	   to	   understand	   something	   that	   is	   unique	   to	   the	   case(s).	  
Knowledge	   from	  the	  study	   is	   then	  used	   to	  apply	   to	  other	  cases	  and	  contexts.	   It	   involves	  an	  
analysis	  of	  a	  single	  case	  or	  multiple	  cases	  (Stake	  1995).	  Both	  Yin	  (2009)	  and	  Stake	  (1995)	  base	  
their	  approach	  to	  case	  study	  on	  the	  constructivist	  paradigm,	  which	  considers	  truth	  as	  relative	  
and	  dependant	  on	  one’s	  perspective.	  According	   to	   them,	   the	  advantage	  of	   this	  approach	   is	  
the	  close	  collaboration	  between	  the	  researcher	  and	  the	  participant,	  while	  they	  describe	  their	  
view	  of	  reality.	  Yin	  states	  that	  using	  case	  studies	  should	  be	  considered	  when:	  
• the	  focus	  of	  the	  study	  is	  on	  ‘how’	  and	  ‘why’	  questions;	  
• you	  cannot	  manipulate	  the	  behaviour	  of	  those	  involved	  in	  the	  study;	  
• you	  want	   to	   cover	   contextual	   conditions	   because	   you	   believe	   they	   are	   relevant	   to	   the	  
phenomenon	  under	  study;	  
• the	  boundaries	  are	  not	  clear	  between	  the	  phenomenon	  and	  the	  context.	  
	  	  
Yin	  divides	  case	  studies	  into	  three	  categories:	  
• explanatory	  
• exploratory	  
• descriptive	  
The	   differences	   between	   them	   are	   described	   as:	   single,	   holistic	   or	  multiple,	   collective	   case	  
studies.	   As	   described	   by	   Yin	   (2009),	   case	   studies	   have	   a	   capacity	   to	   answer	  why	   and	   how	  
research	   questions,	   but	   also	   the	   potential	   to	   evaluate	   or	   explain	   why	   something	   can	   be	  
considered	   as	   successful	   or	   not.	   Yin	   (2009:54)	   further	   maintains	   that	   if	   multiple	   cases	   are	  
selected	  then	   it	   is	  either	  because	  they	  might	   lead	  to	  similar	   findings	  or	   to	  different	   findings	  
for	  particular	   reasons.	  Case	  study	   research	  can	  be	  combined	  of	  quantitative	  and	  qualitative	  
approaches.	  Typically,	   it	  uses	  multiple	  data	  sources	   including	  two	  or	  more	  of	  direct	  detailed	  
observations,	  interviews,	  and	  documents.	  When	  deciding	  upon	  the	  case	  study	  approach	  it	   is	  
necessary	   to	   define	   the	   questions	   and	   propositions	   in	   advance	   of	   data	   collection.	   There	   is	  
however	  one	  concern	  to	  be	  considered	  before	  the	  study	  starts,	  and	  it	   is	  the	  way	  the	  data	  is	  
collected	  and	  analyzed,	  which	   is	  how	  the	  consistency	  of	  approach	   is	  ensured.	  What	  ensures	  
coherence	  in	  this	  approach	  is	  the	  research	  design	  where	  the	  data	  collected	  is	  analyzed	  against	  
the	  initial	  questions	  of	  the	  study.	  	  
Stake	  identifies	  case	  studies	  as:	  	  
• intrinsic	  
• instrumental	  	  
• collective	  
Yin	  (2009:47-­‐49,	  52)	  presents	  five	  key	  reasons	  for	  selecting	  a	  single	  case:	  
1. The	  ‘critical’	  case	  that	  seeks	  to	  test	  theory	  
2. The	  ‘extreme’,	  ‘unique’	  or	  ‘rare’	  case	  
3. The	  ‘representative’	  or	  ‘typical’	  case	  
4. The	   ‘revelatory’	   case	   that	   is	   important	   because	   it	   may	   not	   have	   been	   previously	  
investigated.	  
5. The	   ‘longitudinal’	   case	   which	   is	   studied	   at	   different	   moments	   in	   time	   with	   a	   focus	   on	  
change.	  
Participants	   and/or	   cases	   should	   be	   selected	   for	   their	   unique	   properties.	   The	   cases	   are	  
generally	   small,	   usually	   one	   to	   several	   cases.	   Inquiry	   focuses	   largely	   on	   the	   defining	   case	  
features	   and	   the	   discrepancies	   it	   exhibits	   from	   other	   individuals	   in	   a	   larger	   population.	  	  
Interviews	   largely	  help	  to	  explore	  the	  unique	  aspects	  of	  the	  case	   in	  more	  detail.	  Knowledge	  
gathered	  from	  case	  studies	  is	  often	  applied	  to	  a	  larger	  population.	  	  
	  
Both	   discourse	   and	   conversation	   analysis	   approaches	   stem	   from	   the	   ethno	  methodological	  
tradition	   (Garfinkel	   1967,	   2002),	   which	   concerns	   the	   study	   of	   the	   ways	   in	   which	   people	  
produce	  recognizable	  social	  orders	  and	  processes.	  Both	  of	  these	  approaches:	  
	  
• tend	   to	   examine	   text	   as	   an	   object	   of	   analysis.	   Analysis	   can	   be	   detailed,	   looking	   at	   the	  
specific	   structure	   of	   discourse	   and	   interaction	   between	   two	   or	   more	   speakers	   to	  
understand	  how	  shared	  meanings	  are	  socially	  constructed.	  	  
• study	  (usually	  recorded)	  “naturally”	  occurring	  language,	  as	  opposed	  to	  text	  resulting	  from	  
more	  “artificial”	  contexts,	  such	  as	  formal	  interviews,	  and	  aim	  to	  extract	  social	  and	  cultural	  
meanings	  and	  phenomena	  from	  the	  discourse	  studied.	  	  
	  
Whilst	  conversation	  and	  discourse	  analysis	  are	  comparable	  in	  numerous	  ways,	  there	  are	  also	  
some	  key	  differences.	  Discourse	  analysis	  (DA)	  is	  generally	  broader	  in	  what	  it	  studies,	  resorting	  
to	   any	   naturally	   occurring	   text.	   Conversation	   analysis’	   (CA)	   scope	   is	   restricted	   to	   natural	  
conversations	  between	  two	  or	  more	  people.	  Another	  dissimilarity	  is	  related	  to	  the	  discourse	  
analysis.	   Discourse	   analysis	   highlights	   how	   people	   construct	   meaning	   through	   speech	   and	  
text,	  and	  the	  aim	  of	  its	  analysis	  goes	  further	  than	  individual	  sentences.	  Conversation	  analysis,	  
on	   the	   other	   hand,	   is	   more	   specific.	   It	   looks	   at	   smaller	   elements	   such	   as	   grammatical	  
structures	  and	  concentrates	  on	  smaller	  units	  of	  text,	  such	  as	  phrases	  and	  sentences.	  	  
Narrative	   analysis	   is	   based	   on	   the	   study	   of	   discourse	   and	   the	   textual	   representation	   of	  
discourse	   similarly	   to	   the	   discourse	   analysis	   and	   the	   Conversation	   analysis.	   The	   main	  
difference,	  however,	  is	  the	  type	  of	  discourse	  or	  text	  it	  deals	  with,	  narratives.	  In	  this	  context,	  
narratives	  refer	  to	  stories	  that	  present	  a	  sequence	  of	  events.	  They	  can	  be:	  
 
• generated	   during	   the	   data	   collection	   process,	   e.g.	   through	   in-­‐depth	   interviews	   or	   focus	  
groups,	  
• incidentally	  captured	  during	  participant	  observation,	  	  
• embedded	  in	  written	  forms,	  including	  diaries,	  letters,	  the	  Internet,	  or	  literary	  works.	  
	  Narratives	   are	   analyzed	   in	   numerous	  ways,	   and	   can	  be	  used	   for	   a	  wide	   range	  of	   purposes.	  
Some	   of	   them	   include	   formative	   research	   for	   a	   subsequent	   study,	   comparative	   analysis	  
between	  groups,	  understanding	  social	  or	  historical	  phenomena,	  or	  diagnosing	  psychological	  
or	   medical	   conditions.	   The	   underlying	   principle	   of	   a	   narrative	   inquiry	   is	   that	   narratives	  
support	  better	  understanding	  of	  a	  given	  research	  topic.	  	  
	  
4.4	  Mixed	  methods	  research	  
	  
Research	   studies	   are	   evolving	   increasingly	   and	   become	  more	   diverse	   and	   inclusive	   of	   both	  
qualitative	   and	   quantitative	   methods.	   Using	   a	   mixed	   methods	   research	   design	   provides	   a	  
better	  understanding	  of	  a	  research	  problem	  than	  either	  approach	  could	  on	  its	  own.	  Creswell	  
and	  Plano	  Clark	   (2011)	  believe	   that	   integrating	  methodological	   approaches	   strengthens	   the	  
research	   design,	   as	   the	   strengths	   of	   one	   approach	   counterbalance	   the	   weaknesses	   of	   the	  
other.	   MM	   encourages	   interdisciplinary	   collaboration	   and	   the	   application	   of	   multiple	  
paradigms.	  Qualitative	  data	  provide	  a	  detailed	  understanding	  of	  a	  problem	  by	  studying	  a	  few	  
individuals	  and	  exploring	  their	  perspectives	  in	  depth,	  while	  quantitative	  data	  provide	  a	  more	  
general	   understanding	   of	   a	   problem	   by	   examining	   a	   substantial	   number	   of	   people	   and	  
assessing	  their	  responses	  to	  different	  variables	  (Cresewell	  &	  Plano	  Clark	  2010).	  According	  to	  
Haverkamp	  and	  Morrow	  (2005)	  quantitative	  research,	   like	  photography,	  excels	  at	  producing	  
images	   characterized	  by	   precision.	  Qualitative	   research,	   on	   the	  other	   hand,	   like	   portraiture,	  
can	  offer	  a	  glimpse	  of	  “what	  resides	  beneath.”	  Both	  photography	  and	  painting	  require	  great	  
skill,	  and	  both	  qualify	  as	  art.	  This	  analogy	  can	  be	  broadened	  to	  quantitative	  and	  qualitative	  
research	   as	   they	   both	   require	   skill,	   and	   both	   qualify	   as	   science.	   Each	   of	   the	   approaches	  
provide	  different	  pictures	  and	  each	  of	  them	  has	  got	  their	  limitations.	  One	  of	  the	  weaknesses	  
of	   the	   quantitative	   study	   is	   that	   it	   decontextualized	   human	   behaviour,	   and	   therefore	   the	  
understanding	  of	  one	  particular	  individual	  may	  be	  weakened.	  In	  the	  qualitative	  research,	  on	  
the	   other	   hand,	   the	   ability	   to	   generalize	   may	   be	   lost.	   However,	   as	   the	   MM	   researchers	  
emphasize,	   the	   limitations	   of	   one	   of	   them	   may	   become	   the	   strengths	   for	   the	   other.	  
Accordingly,	   the	   combination	   of	   the	   qualitative	   and	   quantitative	   methods	   may	   help	  
researchers	  to	  have	  a	  better	  understanding	  of	  the	  research	  problem	  (Cresewell	  &	  Plano	  Clark	  
2010).	   The	   results	   gained	   from	  qualitative	   and	  quantitative	   data	  may	  be	   contradictory,	   but	  
this	  can	  only	  come	  to	  light	  in	  a	  researcher	  uses	  MM	  and	  collects	  data	  both	  qualitatively	  and	  
quantitatively.	  Hence,	  the	  MM	  is	  the	  most	  appropriate	  way	  to	  fit	  this	  problem.	  
	  
The	   Table	   below	   shows	   the	   differences	   between	   the	   qualitative	   and	   quantitative	   research	  
(Johnson	  &	  Christensen	  2008,	  Lichtman	  2006	  in	  Xavier	  University	  Library,	  10/12/12).	  
	  
QUALITATIVE	  VERSUS	  
QUANTITATIVE	  RESEARCH	  	  
	  
Criteria	  	  
Qualitative	  Research	  	   Quantitative	  Research	  	  
Purpose	  	   To	  understand	  &	  interpret	  social	  
interactions.	  	  
To	  test	  hypotheses,	  look	  
at	  cause	  &	  effect,	  &	  make	  
predictions.	  	  
	  
Group	  Studied	  	   Smaller	  &	  not	  randomly	  selected.	  	   Larger	  &	  randomly	  
selected.	  	  
	  
Variables	  	   Study	  of	  the	  whole,	  not	  variables.	  	   Specific	  variables	  studied.	  	  
	  
Type	  of	  Data	  Collected	  	   Words,	  images,	  or	  objects.	  	   Numbers	  and	  statistics.	  	  
	  
Form	  of	  Data	  Collected	  	   Qualitative	  data	  such	  as	  open-­‐	  
ended	  responses,	  interviews,	  
participant	  observations,	  field	  notes,	  
&	  reflections.	  	  
Quantitative	  data	  based	  
on	  precise	  measurements	  
using	  structured	  &	  
validated	  data-­‐collection	  
instruments.	  	  
	  
Type	  of	  Data	  Analysis	  	   Identify	  patterns,	  features,	  themes.	  	   Identify	  statistical	  
relationships.	  	  
Objectivity	  and	  Subjectivity	  	   Subjectivity	  is	  expected.	  	   Objectivity	  is	  critical.	  	  
Role	  of	  Researcher	  	   Researcher	  &	  their	  biases	  may	  be	  
known	  to	  participants	  in	  the	  study,	  
&	  participant	  characteristics	  may	  be	  
known	  to	  the	  researcher.	  	  
Researcher	  &	  their	  biases	  
are	  not	  known	  to	  
participants	  in	  the	  study,	  
&	  participant	  
characteristics	  are	  
deliberately	  hidden	  from	  
the	  researcher	  (double	  
blind	  studies).	  	  
	  
Results	  	   Particular	  or	  specialized	  findings	  that	  
is	  less	  generalizable.	  	  
Generalizable	  findings	  
that	  can	  be	  applied	  to	  
other	  populations.	  	  
	  
Scientific	  Method	  	   Exploratory	  or	  bottom–up:	  the	  
researcher	  generates	  a	  new	  
hypothesis	  and	  theory	  from	  the	  data	  
collected.	  	  
	  
Confirmatory	  or	  top-­‐
down:	  the	  researcher	  
tests	  the	  hypothesis	  and	  
theory	  with	  the	  data.	  	  
	  
View	  of	  Human	  Behavior	  	   Dynamic,	  situational,	  social,	  &	  
personal.	  	  
	  
Regular	  &	  predictable.	  	  
	  
Most	  Common	  Research	  	  
Objectives	  	  
Explore,	  discover,	  &	  construct.	  	   Describe,	  explain,	  &	  
predict.	  	  
Focus	  	   Wide-­‐angle	  lens;	  examines	  the	  
breadth	  &	  depth	  of	  phenomena.	  	  
Narrow-­‐angle	  lens;	  tests	  a	  
specific	  hypotheses.	  	  
	  
Nature	  of	  Observation	  	   Study	  behavior	  in	  a	  natural	  
environment.	  	  
Study	  behavior	  under	  
controlled	  conditions;	  
isolate	  causal	  effects.	  
	  	  
Nature	  of	  Reality	  	   Multiple	  realities;	  subjective.	  	   Single	  reality;	  objective.	  	  
	  
Final	  Report	  	   Narrative	  report	  with	  contextual	  
description	  &	  direct	  quotations	  from	  
research	  participants.	  	  
Statistical	  report	  with	  
correlations,	  comparisons	  
of	  means,	  &	  statistical	  
significance	  of	  findings.	  	  
Table	  19	  
	  
The	  Mixed	  methods	   tradition	   is	   less	   known	   than	  QUAL	   and	  QUAN	   traditions	   as	   it	   has	   only	  
become	  more	  recognizable	  in	  the	  last	  20	  years.	  Gradually	  more	  authors	  have	  been	  emerging	  
as	  mixed	  methodologist	   researchers	  and	   theorists	   (Creswell	  2003,	  Greene	  &	  Caracelli	  1997,	  
Mertens	   2005,	   Mingers	   &	   Gill	   1997,	   Tashakkori	   &	   Teddlie	   2003,	   McMillan	   &	   Schumacher	  
2006).	   In	   addition	   to	   this	   a	   handbook	  of	  mixed	  methods	  has	   been	  published	   (Tashakkori	  &	  
Teddlie	  2003)	   and	  a	  number	  of	   textbooks	  have	  been	  published	   (Bergman	  2008,	  Creswell	  &	  
Plano	  Clark	  2007,	  Greene	  2007,	  Plano	  Clark	  &	  Creswell	  2007,	  Rihoux	  &	  Grimm	  2006,	  Teddlie	  
&	  Tashakkori	  2008,	  Thomas	  2003).	  The	  earliest	  definition	  was	  proposed	  by	  researchers	  from	  
the	   field	   of	   evaluation;	   Greene,	   Caracelli,	   and	   Graham	   (1989),	   where	   they	   emphasized	   the	  
mixing	   of	   methods	   and	   philosophy	   (e.g.	   paradigm).	   A	   while	   later,	   Tashakkori	   and	   Teddlie	  
(1998)	  advocated	  the	  use	  of	  various	  methodological	  tools	  appropriate	  for	  the	  purpose	  of	  the	  
study	   and	   defined	   it	   as	   ‘the	   combination	   of	   qualitative	   and	   quantitative	   approaches	   in	   a	  
methodology	   of	   a	   study.’	   The	   mixed	   methods	   research	   has	   been	   described	   as	   ‘a	   type	   of	  
research	   design	   in	   which	   QUAL	   and	   QUAN	   approaches	   are	   used	   in	   types	   of	   questions,	  
research	  methods,	  data	  collection,	  and	  analysis	  procedures,	  and/or	  inferences’	  (Tashakkori	  &	  
Teddlie	   2003:711).	   In	   2007,	   Johnson,	   Onwuegbuzie,	   and	   Turner	   (2007),	   searched	   for	   a	  
consensus	   on	  defining	   the	  mixed	  methods	   research	  by	   commenting	  on	   19	  most	   commonly	  
published	  definitions	  and	  citing	  information	  in	  regards	  to	  what	  was	  being	  mixed,	  the	  place	  in	  
which	  mixing	  occurred,	  the	  scope	  of	  the	  mixing,	  its	  purpose	  and	  rationale,	  and	  the	  elements	  
driving	   the	   research.	   They	   have	   completed	   their	   study	   by	   designing	   a	   definition	   (Johnson,	  
Onwuegbuzie	   &	   Turner	   2007)	   ‘Mixed	  methods	   research	   is	   the	   type	   of	   research	   in	  which	   a	  
researcher	   or	   team	   of	   researchers	   combines	   elements	   of	   qualitative	   and	   quantitative	  
viewpoints,	   data	   collection,	   analysis,	   inference	   techniques	   for	   the	   purposes	   of	   breadth	   and	  
depth	  of	  understanding	  and	  collaboration.’	  They	  did	  not	  only	  discuss	  methods	  but	  they	  also	  
looked	  at	  mixed	  methods	  as	  a	  methodology	  that	  included	  different	  viewpoints	  of	  qualitative	  
and	   quantitative	   research.	   A	   newer	   definition	   appeared	   in	   the	   first	   issue	   of	   the	   Journal	   of	  
Mixed	  Methods	  Research,	  where	   it	  was	  defined	  as	   ‘research	  where	   the	   investigator	  collects	  
and	  analyses	  data,	   integrates	   the	   findings,	   and	  draws	   inferences	  using	  both	  qualitative	   and	  
quantitative	   approaches	   or	  methods	   in	   a	   single	   study	   or	   program	  of	   inquiry’	   (Tashakkori	  &	  
Creswell	   2007:4).	   The	   mixed	  methods	   research	   has	   entered	   a	   new	   historical	   period	   about	  
seven	   years	   ago,	   when	   it	   entered	   the	   reflective	   period.	   This	   period	   of	   time	   can	   be	  
characterized	  by	  two	  intersecting	  themes	  (Cresewell	  &	  Plano	  Clark	  2010:30):	  	  
1. current	  assessment	  of	  the	  field	  and	  the	  look	  into	  the	  future,	  and	  
2. constructive	  criticism	  challenging	  the	  emergence	  of	  mixed	  methods,	  and	  what	   it	  has	  
become.	  
Mixed	  Methods	   research	   is	   inclusive,	   pluralistic	   in	   nature	   and	   complementary.	   It	   offers	   an	  
eclectic	  approach	  to	  method	  selection	  and	  the	  thinking	  about	  conducting	  the	  research	  itself.	  
However,	   the	   integration	   in	   the	  mixed	  methods	   research	   is	  not	   so	  obvious.	  Praxis	   refers	   to	  
the	   practical	   dimension	   and	   the	   application	   of	   theory	   into	   practice	   and	   in	   the	   MM	   the	  
challenge	  concerns	   the	   issue	  of	   integration	   in	   terms	  of	   research	  designs,	  methods	  and	  data	  
analysis	   (Cameron	   2011).	   Greene	   (2007:125)	   describes	   integrated	  MM	   designs	   as	   those	   in	  
which	  methods	  intentionally	  interact	  with	  one	  another	  during	  the	  course	  of	  the	  study	  and	  as	  a	  
result	   offer	   more	   varied	   and	   differentiated	   design	   possibilities.	   Bazeley	   (2010:432)	   focuses	  
upon	  the	  need	  of	   integration	   in	  MM	  and	  supports	   the	   integration	  of	  data	  and	  data	  analysis	  
but	   she	   also	   states	   that	   the	   level	   of	   this	   integration	   in	   many	   MM	   studies	   is	   still	  
underdeveloped.	   Bazeley	   (2010:432)	   considers	   the	   Integration	   can	   be	   said	   to	   occur	   to	   the	  
extent	  that	  different	  data	  elements	  and	  various	  strategies	  for	  analysis	  of	  those	  elements	  are	  
combined	   throughout	   a	   study	   in	   such	   a	   way	   as	   to	   become	   interdependent	   in	   reaching	   a	  
common	   theoretical	   or	   research	   goal,	   thereby	   producing	   findings	   that	   are	   greater	   than	   the	  
sum	  of	  the	  parts.	  Natasi,	  Hitchcock	  and	  Brown	  (2010:318)	  see	  the	   integration	   in	  connection	  
with	   the	  MM	   research	   designs	   and	   research	   design	   typologies.	   In	   their	   work	   they	   refer	   to	  
“precursors	  and	  basic	  design	  criteria:	  types	  of	  methods/data	  mixed,	  timing	  of	  mixing,	  breadth	  
of	  mixing,	  rationale	  for	  mixing,	  and	  researcher	  orientation”.	  
However,	   the	   interaction	   of	   the	   MM	   is	   often	   not	   so	   facile.	   Caulley	   (1994:4)	   states	   that	  
positivist	  inquiry	  takes	  a	  realist	  position	  which	  entails	  a	  dualist	  epistemology	  which	  demands	  
a	   separation	  of	   the	   researcher	   to	   the	   researched.	  Postpositivist	   inquiry,	  on	   the	  other	  hand,	  
takes	   a	   relativist	   position	   and	   approves	   multiple	   constructions	   of	   reality	   and	   a	   monist	  
epistemology	   where	   the	   researcher	   and	   the	   researched	   interact	   and	   are	   bound	   together.	  
These	  differences	  are	  often	   the	   source	  of	  disputes	  among	   researchers.	  Neuman	   (2006:177)	  
opposes	  against	   this	   false	   rigid	  dichotomy	  of	   the	   two,	  as	   in	  his	  view,	   the	  paramount	  aim	  of	  
fostering	   a	   better	   understanding	   and	   explanation	   of	   the	   social	   world	   arises	   from	   an	  
appreciation	   of	   what	   each	   has	   to	   offer.	   Brady	   and	   Collier	   (2004:5)	   imply	   that	   there	   is	   a	  
considerable	   potential	   for	  mutual	   learning	   among	   qualitative	   and	   quantitative	   researchers.	  
They	   feel	   that	  a	   relevant	  discourse	  of	  methodology	  should	  be	  continued	  with	   the	  view	  that	  
strengths	   and	   weaknesses	   are	   to	   be	   discovered	   in	   both	   the	   qualitative	   and	   quantitative	  
approaches	  and	  discussed.	  They	   in	   fact	   further	  state	  that	  the	  two	  methodological	   traditions	  
have	  originated	  a	  ‘major	  new	  methodological	  dialogue’.	  Guba	  and	  Lincoln	  (2005:200)	  debate	  
how	   the	   disputes	   between	   positivists	   and	   postpositivists	   can	   be	   resolved	   through	   mixed	  
methods.	   They	  presume	   that	  at	   the	   paradigmatic,	   or	   philosophical,	   level,	   commensurability	  
between	   positivist	   and	   postpositivist	   world	   views	   is	   not	   possible,	   but	   that	   within	   each	  
paradigm,	   mixed	   methodologies	   (strategies)	   may	   make	   perfect	   sense.	   It	   is	   believed	   that	  
qualitative	  research	  being	  a	  ground	  for	  multiple	  practices	  with	  no	  ‘distinct	  set	  of	  methods	  or	  
practices	   that	   are	   entirely	   its	   own’	   (Denzin	  &	   Lincoln	   2005:7).	   There	   is	   also	  no	  prerequisite	  
condition	   where	   one	   method	   or	   practice	   would	   be	   regarded	   more	   highly	   than	   another.	  
Nelson	  (1992)	  describes	  a	  qualitative	  approach	  to	  research	  in	  the	  following	  way:	  Qualitative	  
research	   is	   an	   interdisciplinary,	   transdisciplinary,	   and	   sometimes	   counterdisciplinary	   field.	   It	  
crosscuts	   the	   humanities	   and	   the	   social	   and	   physical	   sciences.	  Qualitative	   research	   is	  many	  
things	  at	  the	  same	  time.	  It	  is	  multiparadigmatic	  in	  focus.	  Its	  practitioners	  are	  sensitive	  to	  the	  
value	  of	  the	  multimethod	  approach.	  They	  are	  committed	  to	  the	  naturalistic	  perspective	  and	  to	  
the	  interpretive	  understanding	  of	  human	  experience	  (cited	  in	  Denzin	  &	  Lincoln	  2005:7).	  
The	   philosophical	   orientation	   most	   often	   associated	   with	   Mixed	   Methods	   is	   pragmatism	  
(Biesta	  &	  Burbules	  2003,	  Bryman	  2006).	  Pragmatism	  is	  a	  practical	  approach	  to	  a	  problem	  and	  
can	   be	   considered	   a	   bridge	   between	   paradigm	   and	   methodology	   (Cameron	   2011:6)	   or	   as	  
Greene	   and	   Caracelli	   (2003)	   puts	   it,	   it	   is	   a	   particular	   stance	   at	   the	   interface	   between	  
philosophy	  and	  methodology.	   Pragmatism	  offers	   an	   alternative	   to	   combine	  both	  QUAL	  and	  
QUAN	   methods	   (Teddlie	   &	   Tashakkori	   2008).	   It	   draws	   on	   many	   ideas,	   using	   diverse	  
approaches,	   and	   valuing	  both	   subjective	   and	  objective	   knowledge	   (Cresewell	  &	  Plano	  Clark	  
2010).	  It	  notices	  the	  significance	  of	  the	  natural	  world	  but	  also	  the	  social	  world	  comprising	  of	  
culture,	   language,	   human	   institutions	   and	   subjective	   thoughts.	   It	   advocates	   fallibilism,	   the	  
view	  that	  encourages	  to	  being	  open	  to	  new	  evidence	  that	  might	  invalidate	  a	  previously	  held	  
position	  or	  belief,	  and	  as	  Kompridis	  (2006:180)	  says	  any	  claim	  justified	  today	  may	  need	  to	  be	  
revised	   or	  withdrawn	   in	   the	   light	   of	   new	   evidence,	   new	  arguments	   and	   new	  experiences.	   It	  
does	  not	  however	  ask	  us	  to	  abandon	  our	  knowledge	  as	  researchers	  like	  skepticism.	  The	  view	  
of	   fallibilism	   was	   already	   present	   in	   the	   work	   of	   an	   ancient	   philosopher	   Pyrrho.	   It	   is	   also	  
visibly	  present	  in	  the	  works	  of	  Charles	  Peirce	  and	  John	  Dewey	  or	  Karl	  Popper.	  All	  the	  above	  is	  
derived	   from	   the	   idea	   of	   finding	   middle	   ground	   between	   philosophical	   dogmatisms	   and	  
skepticism	   (Johnson	  &	  Onwuegbuzie	  2004).	  Pragmatism	   is	   therefore	  a	  practical	  and	  applied	  
research	  philosophy	  that	  is	  the	  guide	  for	  methodological	  choices	  (Teddlie	  &	  Tashakkori	  2003),	  
and	   can	   guide	   researchers	   on	   how	   the	   different	   approaches	   can	   be	  mixed	  more	   profusely	  
(Hoshmand	  2003).	  Table	  below	  (Cresewell	  &	  Plano	  Clark	  2010:42)	  
	  Table	  20	  
Pragmatic	   principles	   helped	   Dewey	   advance	   his	   philosophy	   on	   educating	   children	   in	   his	  
Experimental	  School	  of	  Chicago.	  He	  believed	  that	  in	  order	  to	  discover	  the	  meaning	  of	  the	  idea	  
(we	  must)	   ask	   for	   its	   empirical	   and	   practical	   consequences	   (1948,	   1920).	  Biesta	   (2010:113)	  
claims	   Deweyan	   pragmatism	   has	   made	   a	   major	   contribution	   through	   eradicating	   the	  
epistemological	   dualism	   of	   objectivity/subjectivity.	   According	   to	   Patton	   (2002)	   a	   pragmatic	  
approach	   supports	   methodological	   appropriateness	   and	   allows	   researchers	   to	   proliferate	  
their	  methodological	   flexibility	  and	  adaptability.	   Johnson	  and	  Onwuegbuzie	   (2004:17)	  assert	  
that	  pragmatism	  offers	  researchers	  an	  immediate	  and	  useful	  middle	  position	  philosophically	  
and	   methodologically,	   as	   they	   select	   methodological	   mix	   that	   is	   most	   suitable	   for	   the	  
situation	  and	  answers	  their	  research	  questions	  best.	  	  
Mixed	   Methods	   research	   questions	   guide	   MM	   investigations	   and	   are	   answered	   with	  
information	  that	  is	  presented	  with	  both	  narrative	  and	  numerical	  forms.	  In	  properly	  conducted	  
Mixed	  Methods	   research,	   investigators	   go	   back	   and	   forth	   between	   statistical	   and	   thematic	  
analysis	   (Onwuegbuzie	  &	  Taddlie	  2003).	  The	  thematic	  analysis	  could	  be	  a	  case	  study,	  where	  
information	   of	   interviews,	   field	   observations,	   documents,	   such	   as	   field	   notes,	   education	  
program	   documents,	   may	   be	   used.	   The	   aim	   of	   including	   the	   case	   studies	   is	   to	   provide	   a	  
holistic	  description	  of	  the	  individual	  context	  of	  the	  study	  (Teddlie	  &	  Tashakkori	  2008).	  In	  the	  
Mixed	   methods	   it	   is	   the	   research	   questions	   should	   be	   of	   primary	   importance,	   even	   more	  
important	   than	   methods	   used	   and	   the	   worldview	   that	   underlines	   methods	   (Teddlie	   &	  
Tashakkori	   2003).	   It	   is	   the	   research	   questions	   that	   drive	   the	   study,	   where	   deductive	   and	  
inductive	  logic	  is	  applied,	  and	  the	  QUAL	  and	  QUAN	  methods	  integrated.	  Cresewell	  and	  Plano	  
Clark	   (2010)	   feel	   that	   mixed	   methods	   should	   incorporate	   many	   diverse	   viewpoints.	   They	  
suggest	  that	  in	  the	  mixed	  methods,	  a	  researcher	  (Cresewell	  &	  Plano	  Clark	  2010:5):	  
• collects	   and	   analyzes	   persuasively	   and	   rigorously	   both	   qualitative	   and	  quantitative	   data	  
(based	  on	  research	  questions);	  
• mixes	  (or	  integrates,	  or	  links)	  the	  two	  forms	  of	  data	  concurrently	  by	  combining	  them	  (or	  
merging	  them),	  sequentially	  by	  having	  one	  build	  on	  the	  other,	  or	  embedding	  one	  within	  
the	  other;	  
• gives	  priority	  to	  one	  or	  to	  both	  forms	  of	  data	  (in	  terms	  of	  what	  the	  research	  emphasizes);	  
• uses	  the	  procedures	  in	  a	  single	  study	  or	  in	  multiple	  phases	  of	  a	  program	  of	  study;	  
• frames	  these	  procedures	  within	  philosophical	  world	  views	  and	  theoretical	  lenses;	  and	  
• combines	  the	  procedures	  into	  specific	  research	  designs	  that	  direct	  the	  plan	  for	  conducting	  
the	  study.	  
The	  mixed	  methods	  research	  design	  can	  be	  fixed,	  emergent	  or	  dynamic.	  Fixed	  mixed	  methods	  
designs	  are	  studies	  in	  which	  the	  use	  of	  the	  qualitative	  and	  quantitative	  methods	  is	  planned	  at	  
the	  start	  of	   the	  study	  and	   later	   implemented.	  Emergent	  mixed	  methods	  designs	  are	  studies	  
where	   the	   use	   of	   mixed	   methods	   arises	   during	   the	   process	   of	   conducting	   the	   research.	  
Dynamic	  approaches	  to	  mixed	  methods	  design	  focuses	  on	  multiple	  components	  of	  research	  
design	   and	   not	   on	   selecting	   appropriate	   design	   from	   the	   existing	   typology.	   However,	   as	  
Cresewell,	   Plano	   Clark	   (2010)	   advise,	   typologies	   provide	   a	  wide	   range	   of	   available	   options,	  
which	   can	   be	   used	   as	   guidelines	   and	   are	   especially	   useful	   for	   beginning	   MM	   researchers.	  
Another	   important	   decision	   to	   be	   made	   is	   related	   to	   the	   level	   of	   interaction	   between	  
quantitative	  and	  qualitative	  strands	  in	  the	  study	  and	  the	  extent	  to	  which	  they	  are	  to	  interact	  
with	  each	  other.	  Determining	  the	  priority	  between	  the	  two	  strands	  can	  be	  describes	  as	  ‘equal	  
priority’	  where	   both	   of	   them	   play	   equally	   important	   roles,	   or	   ‘quantitative	   priority’,	  where	  
quantitative	   methods	   are	   emphasized,	   and	   qualitative	   ones	   play	   a	   secondary	   role,	   or	  
‘qualitative	  priority’,	  where	  the	  situation	  is	  quite	  the	  contrary.	  Timing	  is	  another	  crucial	  factor	  
to	   consider	   when	   deciding	   upon	   the	   Mixed	   Methods.	   It	   can	   be	   classified	   as	   concurrent,	  
sequential,	  or	  multiphase	  combination.	  Concurrent	  timing	  occurs	  when	  researcher	  decides	  to	  
implement	  both	  QUAL	  and	  QUAN	  strands	  during	  a	  single	  phase	  of	  a	  study.	  Sequential	  timing	  
takes	  place	  when	  data	  collection	  is	  gathered	  in	  two	  distinct	  phases.	  Multiphase	  combination	  
timing	  means	  sequential	  and	  /	  or	  concurrent	  timing	  implementation.	  A	  final	  step	  would	  be	  to	  
decide	  upon	  a	  point	  in	  within	  the	  process	  of	  research	  when	  the	  two	  strands	  are	  mixed,	  which	  
is	   known	   as	   the	   point	   of	   interface	   (Morse	   &	   Niehaus	   2009).	  Mixing	   can	   occur	   during	   four	  
stages	  of	   the	   study:	   (1)	   interpretation,	   (2)	   data	   analysis,	   (3)	   data	   collection,	   and	   (4)	   design.	  
Appropriate	  mixing	  strategies	  are	  then	  employed,	  that	  relate	  directly	  to	  the	  points	  above:	  (1)	  
merging	   the	   two	   data	   sets,	   (2)	   connecting	   from	   the	   analysis	   of	   one	   set	   of	   data	   to	   the	  
collection	  of	  a	  second	  set	  of	  data,	  (3)	  embedding	  of	  one	  form	  of	  data	  within	  a	  larger	  design	  or	  
procedure,	  or	  (4)	  using	  a	  framework	  (theoretical	  or	  program)	  to	  bind	  together	  the	  data	  sets	  
(Cresewell	   &	   Plano	   Clark	   2010:66).	  Mixed	  methods	   researchers	   decide	   upon	   a	   design	   of	   a	  
study	  and	  in	  that	  on	  interaction,	  priority,	  timing,	  and	  mixing.	  Researchers	  are	  encouraged	  to	  
choose	   the	   best	   design	   to	   match	   the	   needs	   of	   their	   study	   in	   order	   to	   make	   the	   study	  
manageable	   and	   simple	   to	   implement	   and	   describe.	   There	   are	   four	   basic	   mixed	   methods	  
designs,	   the	   convergent	   parallel	   design,	   the	   explanatory	   sequential	   design,	   the	   exploratory	  
sequential	   design,	   and	   the	   embedded	   design.	   The	   prototypes	   of	   those	   designs	   are	   shown	  
below	  (Cresewell	  &	  Plano	  Clark	  2010:69-­‐70).	  
(a) The	  convergent	  parallel	  design	  
Quantitative	  	  
Data	  Collection	  	  
and	  Analysis	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Compare	  and	  Relate	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Interpretation	  
Qualitative	  	  
Data	  Collection	  	  
and	  Analysis	  
	  
(b) the	  explanatory	  sequential	  design	  
Quantitative	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Qualitative	  	  
Data	  Collection	  	  	  	  	  	  	  	  	  	  	  	  Follow	  up	  with	  	  	  	  	  	  	  	  	  	  	  	  	  	  Data	  Collection	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Interpretation	  
and	  Analysis	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  and	  Analysis	  
	  
(c) the	  exploratory	  sequential	  design	  
Qualitative	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Quantitative	  	  
Data	  Collection	  	  	  	  	  	  	  	  	  	  	  	  Builds	  to	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Data	  Collection	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Interpretation	  
and	  Analysis	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  and	  Analysis	  
	  
(d) the	  embedded	  design	  
	  
Quantitative	  (or	  Qualitative)	  design	  
Quantitative	  (or	  Qualitative)	  
Data	  Collection	  and	  Analysis	  
Quantitative	  (or	  Qualitative)	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Interpretation	  
Data	  Collection	  and	  Analysis	  	  
(before,	  during,	  or	  after)	  
	  
(e) the	  transformative	  design	  
Transformative	  Framework	  
Quantitative	  	   	   	   	   	  	   	  	  	  	  Qualitative	  
Data	   Collection	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   Follow	   up	   with	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   	   Data	   Collection	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
Interpretation	  
and	  Analysis	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  and	  Analysis	  
	  
(f) the	  multiphase	  design	  
	  
Overall	  	  	  	  	  	  	  	  	  	  	  Study	  1	  	   	   	   	  	  	  	  	  	  	  	  	  	  Study	  2	   	   	   	   Study	  3	  
Program	  	  	  	  	  	  	  	  Qualitative	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Informs	  	  	  	  	  	  	  	  Quantitative	  	  	  	  	  	  	  	  	  	  	  	  	  Informs	  	  	  	  	  	  	  	  	  	  Mixed	  
Methods	  
Objective	  	  	  	  	  	  	  	  
Table	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In	   the	   first,	   convergent	   parallel	   design	   results	   when	   concurrent	   timing	   is	   used	   by	   the	  
researcher	   in	   order	   to	   implement	   the	   quantitative	   and	   qualitative	   approaches	   during	   the	  
same	   stage	   of	   a	   research	   process.	   The	   researcher	   can	   then	   analyze	   quantitative	   and	  
qualitative	   data	   and	  merge	   it	   into	   two	   sets	   of	   results	   in	   order	   to	   assess	   in	  what	  way	   they	  
converge	   and	   diverge.	   A	   convergent	   design,	   where	   the	   researcher	   collects	   and	   analyzes	  
quantitative	  and	  qualitative	  data	  during	  the	  same	  phase	  of	  the	  research,	  which	  has	  also	  been	  
adopted	   in	   this	   study.	   The	   results	   of	   the	   research	   will	   be	   then	   combined	   and	   interpreted	  
together.	   The	   purpose	   of	   such	   design	   is	   to	   overcome	   the	   weakness	   and	   strengths	   of	  
quantitative	  methods,	   such	  as	   large	   sample	   size	  or	   generalization,	  with	   those	  of	  qualitative	  
ones,	  such	  as	  small	  samples,	  details	  (Patton	  1990).	  The	  explanatory	  sequential	  design,	  on	  the	  
other	  hand,	  occurs	  in	  two	  distinct	  interactive	  phases.	  It	  begins	  with	  the	  collection	  and	  analysis	  
of	  quantitative	  data,	  which	  gives	   it	   the	  priority	   to	   address	   the	   research	  questions.	   The	   first	  
stage	  of	   the	   study	   refers	   to	   the	  collection	  and	  analysis	  of	  quantitative	  data	  and	   the	   second	  
one	   to	   the	  qualitative	  data	   and	   it	   follows	   from	   the	   results	   of	   the	   first.	  Here	   the	   researcher	  
uses	  quantitative	  data	  in	  order	  to	  build	  on	  the	  qualitative	  one.	  The	  following	  design	  is	  known	  
as	  the	  embedded	  design	  and	  it	  occurs	  when	  the	  quantitative	  and	  qualitative	  data	  is	  collected	  
and	  analyzed	  within	  a	  traditional	  quantitative	  and	  qualitative	  design.	  A	  researcher	  may	  decide	  
to	  add	  a	  qualitative	  strand	  within	  a	  quantitative	  design,	  i.e.	  an	  experiment,	  or	  a	  quantitative	  
strand	  within	   a	   qualitative	   strand,	   i.e.	   a	   case	   study.	   In	   this	   design,	   the	   additional	   strand	   is	  
added	   to	   improve	   the	   overall	   design.	   In	   the	   transformative	   design,	   all	   of	   the	   decisions	  
regarding	   timing,	   priority,	   interaction	   and	   mixing,	   are	   made	   in	   accordance	   with	   the	  
transformative	   theoretical	   framework.	   The	   multiphase	   design	   binds	   both	   sequential	   and	  
concurrent	   strands	   addressing	   the	   overall	   study	   objective.	   This	   approach	   is	   often	   used	   in	  
program	  evaluation	   in	   order	   to	   support	   its	   development,	   adaptation	   and	   evaluation.	   These	  
designs	   are	   most	   commonly	   used	   in	   the	   MM,	   and	   are	   summarized	   in	   the	   Tables	   below	  
(Cresewell	  &	  Plano	  Clark	  2010:73-­‐76).	  
	  Table	  22	  
	  
Table	  23	  
	  Table	  24	  
	  
Table	  25	  
To	  understand	  better	  the	  nature	  of	  MM,	  Cresewell	  and	  Plano	  Clark	  (2010)	  provide	  examples	  
of	  various	   studies	   that	  are	   in	  accordance	  with	   their	  definition,	  and	  suggest	   that	  one	  should	  
choose	  a	  study	  as	  an	  example	  to	  demonstrate	  the	  knowledge	  of	  previous	  research	  as	  well	  as	  
the	   understanding	   of	   joining	   it	   with	   an	   appropriate	   definition	   of	   MM	   and	   an	   appropriate	  
design.	  	  
All	   of	   the	   above	   steps	   presented	   should	   lead	   to	   collecting	   multiple	   data	   using	   different	  
strategies	   and	   methods	   and	   construct	   such	   mixture	   or	   combination	   that	   will	   be	   rich	   in	  
complementary	   strengths	   and	   lack	   overlapping	   weaknesses	   (Johnson	   &	   Turner	   2003).	  
Triangulation,	  however,	  is	  a	  tool	  that	  aids	  the	  validation	  process.	  The	  notion	  of	  triangulation	  
in	  the	  MM	  follows	  Denzin’s	  (1978)	  reasoning	  that	  findings	  from	  one	  method	  can	  be	  validated	  
by	  using	  other	  methods.	   In	  such	  way	   further	  evidence	   is	   searched	   for	   in	  order	   to	  verify	   the	  
results	  and	   is	  used	  as	  a	   form	  to	   improve	   the	  validity	  of	   the	  study	   (Erzberger	  &	  Prein	  1997).	  
The	  logic	  behind	  triangulation	  is	  therefore	  corroborative	  where	  findings	  should	  merge	  to	  be	  
validated	  (Mason	  2006a).	  According	  to	  Teddlie	  and	  Tashakkori	  (2009:27)	  triangulation	  refers	  
to	   the	  combinations	  and	  comparisons	  of	  multiple	  data	  sources,	  data	  collection	  and	  analysis	  
procedures,	  research	  methods,	  investigators,	  and	  inferences	  that	  occur	  at	  the	  end	  of	  a	  study.	  
Triangulation	   techniques	   and	   therefore	   used	   both	   in	   data	   analysis	   and	   in	   determining	   the	  
quality	  of	  that	  data.	  The	  notion	  of	  triangulation	  is	  sustained	  when	  a	  variety	  of	  different	  data	  
types	  and	  sources	  are	  used.	  Denzin	  (1978)	  included	  in	  his	  work	  four	  types	  of	  triangulation:	  
	  
1. Data	  triangulation	  
2. Methodological	  triangulation	  
3. Investigator	  triangulation	  
4. Theory	  triangulation	  
There	  are	  five	  types	  of	  triangulation	  are	  presented	  by	  Guion,	  Diehl,	  and	  McDonald	  (2012):	  	  
1. Data	  triangulation	  
2. Investigator	  triangulation	  
3. Theory	  triangulation	  
4. Methodological	  triangulation	  
5. Environmental	  triangulation	  
The	  methodological	  triangulation,	  involves	  the	  use	  of	  multiple	  qualitative	  and/or	  quantitative	  
methods	  to	  conduct	  the	  research.	  When	  the	  results	  /	  conclusions	  from	  each	  of	  the	  methods,	  
such	   as	   questionnaires,	   or	   interviews	   are	   compared	   and	   similar	   results	   are	   found,	   then	  
validity	   is	   established.	   However,	   Patton	   (2002)	   cautions	   against	   a	   common	   misconception	  
that	  the	  goal	  of	  triangulation	  is	  to	  arrive	  at	  consistency	  across	  data	  sources	  or	  approaches.	  In	  
Patton’s	   view,	   these	   inconsistencies	   should	   not	   be	   seen	   as	   weakening	   the	   evidence,	   but	  
should	   be	   viewed	   as	   an	   opportunity	   to	   uncover	   deeper	  meaning	   in	   the	   data.	   According	   to	  
Erzberger	   and	   Prein	   (1977)	   if	   the	   two	   components	   of	   QUAN	   and	   QUAL	   study	   lead	   the	  
researcher	   to	  different	   conclusions	   then	   those	   findings	   should	   further	  become	  a	   reason	   for	  
the	  reexamination	  of	  the	  conceptual	  frameworks	  and	  the	  assumptions	  that	  underline	  the	  two	  
components.	   Those	   divergent	   findings	   may	   then	   form	   different	   outcomes,	   such	   as,	   the	  
possible	   transformation	   of	   data	   types,	   or	   inference	   quality	   audits	   (Teddlie	   &	   Tashakkori	  
1998),	   or	   the	   design	   of	   a	   new	   study	   or	   phase	   for	   investigation	   (Rossman	   &	  Wilson	   1985).	  
Mason	   (2006a)	   also	   confirms	   that	   such	   contradicting	   results	   can	   aid	   the	   construction	   of	  
‘dialogic’	   explanations	   that	   capture	   the	   dynamic	   relation	   between	   more	   than	   one	   way	   of	  
seeing,	   depending	   on	   the	   questions	   asked	   and	   the	   theoretical	   orientations	   adopted.	   Those	  
contradicting	  findings	  and	  controversies	  or	  crises,	  as	  Onwuegbuzie	  and	  Collins	  (2007:304)	  call	  
them,	  happen	  due	  to	  certain	  barriers,	  identified	  by	  Mingers	  (2001)	  as	  philosophical,	  cultural,	  
cognitive	  and	  practical.	  The	  contradicting	  results	  brought	  researchers	  to	  the	  question	  of	  the	  
synthesis	   in	  the	  MM.	  This	  concept	  of	  MM	  is	  still	   relatively	  new.	  Several	   typologies	  of	  mixed	  
methods	  designs	  at	  primary	  level	  have	  been	  suggested	  in	  order	  to	  guide	  the	  practice	  of	  mixed	  
methods	   inquiry,	   however,	   it	   did	   not	   support	   the	   research	   at	   the	   synthesis	   level.	   The	   5Ps	  
Framework	  can	  be	  used	  to	  structure	  the	  work	  from	  the	  beginning	  of	  the	  study	  until	  the	  very	  
end.	   The	   5Ps	   include:	   Paradigms,	   Pragmatism,	   Praxis,	   Proficiency,	   and	   Publishing	   (Cameron	  
2011).	  	  
Table	  1	  (Cameron	  2011:2-­‐3)	  
The	  five	  Ps	  of	  Mixed	  	  
Methods	  Research	  (MM)	  	  
	  
	  
	   	  
	  
	  
	  
	  	  
	  	  
Five	  Ps	   Issues	  &	  Challenges	   Bazeley’s	  (2003)	  Learning	  Objectives	  
	  
Paradigms	  	  
P1	  
	  
Criticism:	  	  
From	  paradigmatic	  purists	  
and	  claims	  of	  eclecticism.	  	  
Challenge:	  	  
Need	  to	  document	  and	  argue	  
paradigmatic	  stance	  in	  MM.	  
	  
	  
·∙	  Have	  sufficient	  understanding	  of	  
the	  philosophical	  bases	  of	  research	  
to	  determine	  if	  and	  how	  apparent	  
paradigmatic	  differences	  in	  
approach	  might	  influence	  their	  work	  
and	  be	  resolved.	  
Pragmatism	  	  
P2	  
Criticism:	  	  
Epistemological	  relativism	  
and	  short-­‐sighted	  
·∙	  Be	  familiar	  with	  key	  literature	  and	  
debates	  in	  mixed	  methods,	  and	  with	  
exemplars	  of	  a	  variety	  of	  mixed	  
practicalism.	  	  
Challenge:	  	  
Become	  informed	  about	  the	  
key	  debates	  and	  source	  MM	  
literature	  in	  the	  chosen	  field.	  	  
Rigorously	  defend	  the	  stance	  
and	  choices	  made	  at	  the	  
interface	  between	  philosophy	  
and	  methods.	  
	  
methods	  approaches	  to	  research;	  	  
·∙	  Learn	  to	  take	  risks,	  but	  also	  to	  
justify	  choices	  made.	  
Praxis	  	  
P3	  
Criticism:	  	  
Problems	  related	  to	  
methodological	  and	  data	  
integration.	  	  
Challenge:	  	  
Informed	  choices,	  utilization	  
and	  application	  of	  MM	  
designs,	  methods	  and	  data	  
analysis.	  
·∙	  Be	  able	  to	  determine	  the	  
appropriateness	  of	  a	  selected	  
method	  or	  methods,	  based	  on	  the	  
question(s)	  being	  asked	  (be	  
question-­‐driven	  in	  their	  choice	  of	  
methods),	  and	  be	  able	  to	  determine	  
whether	  mixing	  methods	  provides	  a	  
cost-­‐effective	  advantage	  over	  use	  of	  
a	  single	  method;	  	  
·∙	  Have	  knowledge	  of	  the	  variety,	  	  
rules	  and	  implications	  of	  	  
different	  sampling	  methods,	  	  
and	  of	  alternative	  approaches	  
	  to	  dealing	  with	  ‘error’	  or	  	  
deviance	  from	  the	  norm;	  	  
·∙	  Be	  prepared	  to	  recognize	  and	  	  
admit	  what	  is	  not	  known,	  and	  	  
seek	  advice	  	  
·∙	  Develop	  skills	  in	  working	  	  
collaboratively	  with	  researchers	  
	  using	  different	  approaches	  or	  
methods	  
	  
Proficiency	  	  
P4	  
Criticism:	  	  
Superficial	  claims	  of	  utilising	  
MM	  and	  the	  need	  to	  be	  
proficient	  in	  both	  QUAL	  and	  
QUANT	  methods.	  	  
Challenge:	  	  
Become	  skilled	  and	  
competent	  in	  both	  chosen	  
QUAL	  and	  QUANT	  methods	  
and	  data	  analysis,	  as	  well	  as	  
skilled	  and	  competent	  in	  
mixed	  methods	  and	  
·∙	  Have	  well	  developed	  skills	  in	  
carrying	  out	  research	  using	  at	  least	  
one	  major	  methodological	  approach,	  
but	  also	  a	  comprehensive	  
understanding	  of	  a	  range	  of	  
approaches	  and	  methods	  (if	  	  
they	  didn’t	  already),	  particularly	  to	  
understand	  the	  principles	  underlying	  
those	  methods;	  	  
·∙	  Have	  an	  ability	  to	  interpret	  data	  
meaningfully,	  and	  to	  ask	  questions	  
of	  the	  data,	  rather	  than	  to	  simply	  
integrated	  data	  analysis.	  
	  
follow	  a	  formula;	  	  
·∙	  Know	  and	  understand	  how	  
software	  can	  be	  used	  to	  assist	  
analysis	  tasks.	  
	  
Publishing	  	  
P5	  
Issues	  &	  challenges:	  	  
Political	  nature	  of	  reporting	  
and	  publishing	  MM	  in	  
academic	  and	  discipline	  
based	  literature	  such	  as:	  
disciplinary	  traditions;	  levels	  
of	  acceptance	  of	  MM	  within	  
disciplines	  and;	  reporting	  
MM	  in	  its	  entirety	  given	  word	  
length	  limitations.	  
	  
	  
·∙	  Develop	  new	  ways	  of	  thinking	  
about	  the	  presentation	  of	  research	  
results,	  especially	  where	  the	  
methods	  used	  and	  information	  
gained	  does	  not	  neatly	  fit	  a	  
conventional	  format.	  	  
Table	  26	  
Tashakkori	   and	   Teddlie	   (2010),	   on	   the	   other	   hand,	   describe	   the	   contemporary	   MM	  
components,	  which	  are	  made	  up	  of	  three	  overlapping	  areas:	  conceptual	  orientations,	  matters	  
regarding	  methods	  and	  methodology,	  and	  contemporary	  applications	  of	  MM.	  The	  5	  Ps	  have	  
been	  added	  to	  Tashakkori	  and	  Teddlie’s	  components	  in	  the	  Figure	  below	  (Cameron	  2011:3):	  
	  	  
P1:	  	  Paradigms	  
P2:	  	  Pragmatism	  
P5:	  	  Politics	  
P3:	  	  Praxis	  
P4:	  	  Proficiency	  
Figure	  22	  The	  5	  Ps	  in	  the	  MM	  components	  
In	  answer	  to	  the	  growing	  need	  for	  a	  clear	  MM	  Framework	  Creswell	  (2010)	  has	  also	  developed	  
such	  framework	  towards	  analyzing	  and	  developing	  the	  key	  issues	  in	  the	  MM.	  
The	  Table	  below	  shows	  his	  
idea	  (Creswell	  2010:47-­‐49)	  
	  
Domain	  	  
	  
	  
	  
Domain	  Description	  	  
	  
	  
	  
Five	  Ps	  Framework	  	  
	  
Essence	  of	  MM	  	  
	  
Nature	  of	  MM:	  	  
Definitions	  	  
Bilingual	  language	  	  
Incorporating	  MM	  into	  
existing	  designs	  	  
	  
P3:	  Praxis	  	  
	  
Philosophical	  	  
	  
Philosophical	  and	  theoretical	  
issues:	  	  
Combining	  philosophical	  
positions,	  worldviews	  &	  
paradigms	  	  
Philosophical	  foundations	  of	  
MM	  	  
Use	  of	  qualitative	  theoretical	  
lens	  in	  MM	  	  
False	  distinction	  between	  
QUAL	  and	  QUANT	  	  
Thinking	  in	  a	  MM	  way-­‐	  
mental	  models	  	  
	  
P1:	  Paradigms	  	  
P2:	  Pragmatism	  	  
Procedures	  	   Techniques	  of	  MM:	  	  
Unusual	  method	  blends	  	  
Joint	  QUAL	  &	  QUANT	  displays	  	  
Transforming	  QUAL	  data	  into	  
counts	  	  
Notation	  for	  designs	  	  
Visual	  diagrams	  for	  designs	  	  
Software	  applications	  	  
Integration	  &	  mixing	  issues	  	  
Rationale	  for	  MM	  	  
Validity	  	  
Ethics	  	  
P4:	  Proficiency	  	  
	  
Adoption	  and	  use	  	  
	  
Adoption	  and	  use	  of	  MM:	  	  
Fields	  &	  disciplines	  using	  it	  	  
Team	  approaches	  	  
Linking	  mixed	  methods	  to	  
discipline	  techniques	  	  
Teaching	  MM	  to	  students	  	  
Writing	  up	  &	  reporting	  	  
	  
P3:	  Praxis	  	  
	  
Political	  	  
	  
Politicization	  of	  MM:	  	  
	  
P5:	  Politics	  (of	  publishing	  
Funding	  of	  MM	  	  
Deconstructing	  MM	  	  
Justifying	  MM	  	  
MM)	  	  
	  
Table	  27	  Aligning	  the	  5	  Ps	  with	  the	  domains	  of	  MM	  	  
	  
Tashakkori	   and	   Teddlie	   (2003:672)	   have	   recognized	   six	   points	   of	   controversy,	   barriers,	   in	  
mixed	  methods	   research.	   One	   of	   them	   concerns	   design	   issues	   in	  MM.	   The	  methodological	  
and	   analytical	   points	   associated	  with	   the	  praxis	   of	  mixed	  methods	   implies	   choices	   the	  MM	  
researcher	  makes	  in	  reference	  to:	  	  
• research	  design	  and	  typology	  	  
• sampling	  	  
• data	  collection	  strategies	  	  	  
• data	  analysis	  	  
• inferences	  and	  inference	  quality.	  	  
	  
Bryman’s	  (2008)	  main	  concerns	  is	  that	  it	  is	  frequently	  insufficiently	  justified,	  and	  they	  need	  to	  
be	   justified	  and	  demonstrate	  methodological	  congruence.	  This	   issue	  continues	   to	  be	  one	  of	  
the	   key	   challenges	   for	  mixed	  methods	   researchers.	   To	   provide	   support	   for	   the	   researchers	  
and	  to	  aid	   this	  process	  Morse	   (2010:351)	  suggests	  5	  checks	  when	  working	  on	  a	  MM	  design	  
with	   what	   she	   refers	   to	   as	   an	   “armchair	   walkthrough”.	   This	   is	   to	   ensure	   that	   the	   MM	  
researcher	  has	   considered	  all	   optional	   designs	   and	  methodological	   choices.	   The	   five	   checks	  
include	  stating	  the	  following:	  	  
• theoretical	  drive:	  Inductive	  or	  deductive	  	  
• core	  component:	  QUAL	  or	  QUAN	  	  
• supplemental	  component(s);	  QUAL	  or	  QUAN	  	  
• pacing:	  simultaneous	  or	  sequential	  	  
• point	  of	  interface:	  analytic	  or	  results	  narrative	  	  
	  
For	   a	   novice	   researcher	   the	   key	   issues	  here	   are	   in	   relation	   to	   the	  praxis	   of	  mixed	  methods	  
approaches	  and	  research	  designs.	  She	  discusses	  considerations	  about	  how	  to	  apply	  a	  mixed	  
method	   research	   design,	   choosing	   the	   right	   mixed	   method	   research	   design	   or	   typology,	  
formulating	   the	   integration	   of	   methodologies,	   designing	   the	   integration	   of	   data	   and	   data	  
analysis,	   and	   attention	   to	   inferences	   and	   inference	   quality.	   Teddlie	  &	   Tashakkori	   (2003:45)	  
referred	  to	  the	  need	  for	  mixed	  methods	  researchers	  to	  be	  methodologically	  bilingual,	  skilled	  
in	   both	   quantitative	   and	   qualitative	   research	  methods.	   Cameron	   (2011:263-­‐264)	   proclaims	  
the	  need	   to	   instruct	   future	  MM	  researchers	   for	   “methodological	   trilingualism”:	  Not	  only	  do	  
they	  need	   strong	  grounding	   in	   their	   chosen	  quantitative	   and	  qualitative	  methodologies	   and	  
associated	   paradigms	   but	   they	   also	   need	   to	   be	   cognizant,	   knowledgeable	   and	   fluent	   in	   the	  
theoretical	   foundations	  of	  mixed	  methods,	   the	   specific	  mixed	  method	  methodological	   issues	  
(research	  designs	  and	  typologies,	  mixed	  methods	  sampling,	  data	  priority,	  implementation	  and	  
integration,)	  and	  the	  quality	  frameworks	  that	  have	  been	  developed	  for	  mixed	  methods.	  
	  
The	  most	  challenging	  stage	  in	  the	  mixed	  research	  process	  is	  analyzing	  data.	  Onwuegbuzie	  and	  
Combs	  (2010)	  have	  developed	  an	  inclusive	  framework	  for	  mixed	  analyses	  in	  order	  to	  provide	  
support	  to	  the	  researchers.	   In	  their	  work	  they	  followed	  the	  work	  of	  Berelson	  (1952)	  and	  his	  
classical	   content	   analysis.	   Their	   analysis	   disclosed	   the	   following	   13	   criteria	   that	   they	   have	  
employed	  to	  compose	  their	  mixed	  analysis	  typologies:	  
	  
1.	  rationale/purpose	  for	  conducting	  the	  mixed	  analysis	  
2.	  philosophy	  underpinning	  the	  mixed	  analysis	  
3.	  number	  of	  data	  types	  that	  will	  be	  analyzed	  
4.	  number	  of	  data	  analysis	  types	  that	  will	  be	  used	  
5.	  time	  sequence	  of	  the	  mixed	  analysis	  
6.	  level	  of	  interaction	  between	  quantitative	  and	  qualitative	  analyses	  
7.	  priority	  of	  analytical	  components	  
8.	  number	  of	  analytical	  phases	  
9.	  link	  to	  other	  design	  components	  
10.	  phase	  of	  the	  research	  process	  when	  all	  analysis	  decisions	  are	  made	  
11.	  type	  of	  generalization	  
12.	  analysis	  orientation	  
13.	  cross-­‐over	  nature	  of	  analysis	  
	  
Greene	   et	   al.	   (1989)	   conceptualized	   a	   typology	   for	   mixed	   methods	   purposes/designs	   that	  
entails	   the	   following	   five	  purposes:	   triangulation,	   complementarity,	  development,	   initiation,	  
and	   expansion.	  When	   triangulation	   is	   the	   rationale	   for	   conducting	   the	  mixed	   analysis,	   the	  
researcher	   compares	   findings	   from	   the	   qualitative	   data	   with	   the	   quantitative	   results.	   If	  
complementarity	   is	  noted	  as	  the	  main	  aim	  for	  the	  mixed	  analysis,	  then	  the	  researcher	  seeks	  
elaboration,	   illustration,	   enhancement,	   and	   clarification	   of	   the	   findings	   from	   one	   analytical	  
strand	   (e.g.	   qualitative)	   with	   results	   from	   the	   other	   analytical	   strand	   (e.g.	   quantitative).	  	  	  
When	  development	  is	  in	  the	  heart	  of	  the	  research,	  then	  the	  researcher	  uses	  the	  results	  from	  
one	  analytical	  strand	  to	  help	   inform	  the	  other	  analytical	  strand.	  With	   initiation	   in	  mind,	   the	  
researcher	   seeks	   paradoxes	   and	   contradictions	   that	   emerge	   when	   findings	   from	   the	   two	  
analytical	   strands	   were	   contrasted.	   Contradictions	   that	   come	   to	   light	   may	   prompt	   new	  
research	  questions.	  When,	  however,	  expansion	  is	  a	  purpose,	  then	  the	  researcher	  attempts	  to	  
expand	   the	   breadth	   and	   range	   of	   a	   study	   by	   using	  multiple	   analytical	   strands	   for	   different	  
study	  phases.	  
Onwuegbuzie	   and	   Combs	   (2010:3)	   further	   identified	   The	   following	   12	   philosophical	   belief	  
systems	   that	   form	   mixed	   research:	   pragmatism-­‐of-­‐the-­‐middle	   philosophy	   (Johnson	   &	  
Onwuegbuzie	  2004),	  pragmatism-­‐of-­‐the-­‐right	  philosophy	   (Rescher	  2000),	  pragmatismof-­‐the-­‐
left	  philosophy	  (Maxcy	  2003),	  the	  anti-­‐conflationist	  philosophy	  (Roberts	  2002),	  critical	  realist	  
orientation	   (McEvoy	   &	   Richards	   2006),	   the	   dialectical	   stance	   (Greene	   2008,	   Greene	   &	  
Caracelli	  1997),	  complementary	  strengths	  stance	  (Morse	  2003),	  transformative	  emancipatory	  
stance	   (Mertens	   2003),	   a-­‐paradigmatic	   stance	   (Reichardt	  &	   Cook	   1979),	   substantive	   theory	  
stance	  (Chen	  2006),	  communities	  of	  practice	  stance	  (Denscombe	  2008),	  and,	  most	  recently,	  
dialectal	   pragmatism	   (Johnson	   2009).	   According	   to	  Onwuegbuzie	   and	   Combs,	   philosophical	  
belief	   systems	   affect	   the	   mixed	   analysis	   strategies	   implemented.	   Mixed	   analysis	   can	   be	  
carried	  out	  with	  just	  one	  data	  type	  (Onwuegbuzie	  et	  al.	  2007).	  According	  to	  Onwuegbuzie	  et	  
al.,	   if	   the	  data	   type	   is	  qualitative	   then	   the	   first	   step	  would	  be	  qualitative	  and	   in	   the	  second	  
phase,	   data	   would	   be	   converted	   into	   a	   quantitative	   form	   or	   quantitized,	   transformed	   into	  
numerical	  codes	  which	  can	  then	  be	  analyzed	  statistically	  (Miles	  &	  Huberman	  1994;	  Tashakkori	  
&	   Teddlie	   1998).	   Whereas,	   quantitative	   data,	   after	   undergoing	   quantitative	   analysis,	   can	  
subsequently	   be	   qualitized,	   transformed	   into	   narrative	   data	   and	   analyzed	   qualitatively	  
(Tashakkori	   &	   Teddlie	   1998).	   Creswell	   &	   Tashakkori	   (2007)	   clarify	   that	   while	   conducting	   a	  
mixed	   analysis,	   at	   least	   one	   qualitative	   analysis	   minimum	   one	   quantitative	   analysis	   are	  
necessary	   to	   conduct	   a	  mixed	   analysis.	   Therefore,	   an	   additional	   issue	   that	  mixed	  methods	  
researchers	  need	  to	  consult	   is	   the	  number	  of	  qualitative	  analyses	  and	  quantitative	  analyses	  
needed	  in	  the	  study.	  	  
Mixed	  research	  analyses	  can	  also	  be	  phase-­‐based.	  Mixed	  method	  researchers	  should	  consider	  
whether	  or	  not	   to	  use	  a	  phase-­‐based	  analytical	  approach	   in	   their	   study.	  Greene	   (2007:155)	  
developed	   four	   phases	   of	   analysis:	   (a)	   data	   transformation,	   (b)	   data	   correlation	   and	  
comparison,	   (c)	   analysis	   for	   inquiry	   conclusions	   and	   inferences,	   and	   (d)	   utilization	   of	   one	  
methodological	   tradition	  within	   the	  analysis	  of	  data	   from	  another	   tradition.	  Another	  phase-­‐
based	   typology	   was	   advanced	   by	   Onwuegbuzie	   and	   Teddlie	   (2003)	   and	   is	   a	   seven-­‐step	  
process	  for	  mixed	  data	  analysis:	  (a)	  data	  reduction,	  (b)	  data	  display,	  (c)	  data	  transformation,	  
(d)	   data	   correlation,	   (e)	   data	   consolidation	   (f)	   data	   comparison,	   and	   (g)	   data	   integration.	  
Johnson,	  Onwuegbuzie	  and	  Turner	  (2007)	  indicate	  that	  decisions	  about	  the	  mixed	  analysis	  of	  
a	  study	  can	  be	  made	  a	  priori,	  a	  posteriori,	  or	  iteratively.	  A	  priori	  decisions	  are	  more	  probable	  
to	  happen	  in	  quantitative-­‐dominant	  mixed	  analyses,	  while,	  a	  posteriori,	  as	  the	  name	  suggests,	  
are	   expected	   to	   occur	   in	   qualitative-­‐dominant	   mixed	   analyses.	   Decisions	   that	   are	   made	  
iteratively	   are	   those	   where	   some	   analytic	   decisions	   are	   made	   a	   priori,	   and	   the	   remaining	  
analytic	  decisions	  are	  emergent.	   Iterative-­‐analytic	  decisions	   represent	   the	  most	  widespread	  
decisions	  in	  mixed	  research.	  	  
Mixed	  analyses	  can	  also	  be	  design-­‐based,	  where	  the	  analyses	  are	  linked	  directly	  to	  the	  mixed	  
research	  designs	  for	  the	  study.	  According	  to	  Creswell	  and	  Plano	  Clark	  (2007:135)	  the	  type	  of	  
data	   analysis	   diversifies	   determined	   by	   the	   type	   of	   mixed	   design	   applied.	   Teddlie	   and	  
Tashakkori	   (2009)	   advanced	   a	   typology	   that	   incorporates	   six	   techniques:	   (a)	   parallel	  mixed	  
data	  analysis	  that	  are	  linked	  to	  parallel	  mixed	  designs,	  (b)	  conversion	  mixed	  data	  analysis	  that	  
are	   linked	   to	   conversion	   mixed	   designs,	   (c)	   sequential	   mixed	   analysis	   that	   are	   linked	   to	  
sequential	  mixed	  designs,	   (d)	  multilevel	  mixed	  data	  analysis,	   (e)	   fully	   integrated	  mixed	  data	  
analysis	  that	  are	  linked	  to	  fully	  integrated	  designs,	  and	  (f)	  application	  of	  analytical	  techniques	  
of	  one	  tradition	  to	  the	  other.	  These	  authors	  join	  four	  analysis	  techniques	  to	  their	  four	  major	  
mixed	  methods	  designs.	  	  
Another	  prominent	  factor	   in	  the	  MM	  analysis	   is	  the	  type	  of	  generalizations	  pertinent	  to	  the	  
study.	   Onwuegbuzie,	   Slate,	   et	   al.	   (2009)	   have	   defined	   five	   types	   of	   generalizations	   that	  
researchers	  can	  make	  (Combs	  &	  Onwuegbuzie	  2010:6):	  	  
(a)	  external	  (statistical)	  generalizations	  (i.e.,	  making	  generalizations,	  inferences,	  or	  predictions	  on	  
data	  gathered	  from	  a	  representative	  statistical	  sample	  to	  the	  population	  from	  which	  the	  sample	  
was	  drawn),	  	  
(b)	  internal	  (statistical)	  generalizations	  (i.e.,	  making	  generalizations,	  inferences,	  or	  predictions	  on	  
data	  obtained	  from	  one	  or	  more	  representative	  or	  elite),	  	  
(c)	   analytic	  generalizations	   (i.e.,	  applied	   to	  wider	   theory	  on	   the	  basis	  of	  how	  selected	  cases	   ‘fit’	  
with	  general	  constructs;	  Curtis,	  Gesler,	  Smith,	  &	  Washburn	  2000:1002),	  	  
(d)	   case-­‐to-­‐case	   transfer	   (i.e.,	   making	   generalizations	   or	   inferences	   from	   one	   case	   to	   another	  
(similar)	  case	  (Firestone	  1993,	  Kennedy	  1979,	  Miles	  &	  Huberman	  1994),	  and	  	  
(e)	  naturalistic	  generalization	  (i.e.,	   the	  readers	  of	   the	  article	  make	  generalizations	  entirely,	  or	  at	  
least	  in	  part,	  from	  their	  personal	  or	  vicarious	  experiences	  (Stake	  2005),	  such	  that	  meanings	  arise	  
from	  personal	  experience,	  and	  are	  adapted	  and	  reified	  by	  repeated	  encounter	  (Stake	  1980,	  Stake	  
&	  Trumbull	  1982).	  	  
These	  researchers	  assert	  that	  mixed	  analysis	  involves	  data	  analysis	  that	  requires	  one	  or	  more	  
of	   these	   five	   types	  of	  generalizations,	   and	  have	  named	   this	  as	   the	   fundamental	  principle	  of	  
data	  analysis.	  
Yet	  another	  crucial	  factor	  in	  a	  typology	  for	  classifying	  mixed	  analysis	  techniques	  is	  the	  analysis	  
orientation,	  defined	  by	  Onwuegbuzie,	  Slate	  et	  al.	  (2009).	  The	  MM	  analyses	  can	  be	  a	  merge	  of	  
the	   following:	   case-­‐oriented,	   variable-­‐oriented,	   and	   process/experience-­‐oriented	   analyses.	  
Case-­‐oriented	   analyses	   focus	   on	   the	   preferable	   case(s)	   to	   analyze	   and	   then	   interpret	   the	  
meanings,	  experiences,	  perceptions,	  or	  beliefs.	  	  
Case-­‐oriented	   ones	   are	   more	   often	   used	   in	   qualitative	   analyses,	   as	   they	   improve	  
understanding	  phenomena	  applying	   to	  one	  or	   rather	   few	  cases.	  Nonetheless,	   case-­‐oriented	  
analyses	  can	  be	  employed	  in	  numerous	  cases	  in	  quantitative	  research	  with	  techniques	  such	  as	  
single-­‐subject	  analyses	  and	  descriptive	  analyses.	  	  
Variable-­‐oriented	   analyses,	   on	   the	   other	   hand,	   are	   used	   to	   identify	   connections	   among	  
constructs	  (i.e.,	  variables)	  and	  tend	  to	  generate	  external	  generalizations.	  Therefore,	  variable-­‐
oriented	  analyses	   is	  generally	  applied	  to	  quantitative	  analyses,	  however,	  small	  samples	  may	  
be	  used	  to	  examine	  correspondence	  among	  variables	  via	  qualitative	  analyses.	  	  
Process/experience-­‐oriented	   analyses	   evaluate	   processes	   or	   experiences	   relating	   to	   one	   or	  
more	  cases	  over	  time,	  with	  processes	  tending	  to	  be	  associated	  with	  variables	  and	  experiences	  
tending	  to	  be	  associated	  with	  cases	  (Combs	  &	  Onwuegbuzie	  2010:6).	  
Another	  crucial	  criterion	  to	  decide	  upon	  when	  planning	  mixed	  analyses	  is	  the	  degree	  to	  which	  
a	   cross-­‐over	   analysis	   will	   be	   used.	   Cross-­‐over	   mixed	   analysis	   is	   the	   term	   created	   by	  
Onwuegbuzie	  &	  Combs	  (2010)	  who	  broadened	  Greene’s	  (2007)	  broad	  analytic	  concept	  which	  
meant	  using	  aspects	  of	  the	  analytic	  framework	  of	  one	  methodological	  tradition	  in	  the	  analysis	  
of	   data	   from	   another	   tradition.	   Therefore,	   the	   cross-­‐over	   mixed	   analysis,	   in	   the	   view	   of	  
Onwuegbuzie	   and	   Combs,	   involves	   applying	   one	   or	   more	   analysis	   types	   related	   to	   one	  
tradition	   to	   analyze	   data	   associated	   with	   a	   different	   tradition.	   One	   example	   of	   a	   way	   of	  
applying	  it	  would	  be	  to	  use	  visual	  displays	  to	  analyze	  qualitative	  data	  (Greene	  2007).	  
	  
This	  study	  entails	  the	  convergent	  parallel	  design,	  where	  the	  researcher	  collects	  and	  analyzes	  
quantitative	  and	  qualitative	  data	  during	  the	  same	  phase	  of	  the	  research	  as	  follows:	  
Quantitative	  	  
Data	  Collection	  	  
and	  Analysis	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  Interpretation	  
Qualitative	  	  
Data	  Collection	  	  
and	  Analysis	  
	  
Figure	  23	  The	  convergent	  parallel	  design	  
	  
The	  results	  of	  the	  research	  will	  be	  then	  combined	  and	  interpreted	  together,	  so	  the	  timing	  will	  
be	   concurrent.	   The	   study	  will	   occur	   in	   the	   same	   phase.	  Methods	  will	   intentionally	   interact	  
with	   one	   another	   during	   the	   course	   of	   the	   study	   and	   as	   a	   result	   offer	   more	   varied	   and	  
differentiated	  design	  possibilities.	  
The	   investigations	   will	   be	   answered	   both	   in	   narrative	   and	   numerical	   forms.	   There	   will	   be	  
equal	  priority	  between	  the	  strands.	  	  
The	   point	   of	   interface,	   when	   the	   strands	   are	   mixed	   will	   be	   during	   the	   design	   phase.	   The	  
research	   design	   will	   be	   fixed,	   meaning	   that	   the	   use	   of	   QUAL	   and	   QUAN	   methods	   will	   be	  
planned	  at	  the	  start	  of	  the	  study	  and	  later	   implemented.	  More	   information	  on	  the	  research	  
design	  will	  be	  provided	  in	  the	  Results	  Chapter.	  
5.	  Results	  
The	  description	  of	  the	  study	  and	  the	  findings	  
	  
‘Ways	   of	   measuring	   the	   effectiveness	   of	   bilingual	   education	   programs	   in	   primary	   and	  
secondary	  schools	  in	  Europe’.	  
This	  chapter	  provides	  an	  overview	  of	  research	  methods,	  a	  summary	  of	  the	  research	  findings,	  
and	  links	  between	  this	  study	  and	  related	  literature.	  The	  purpose	  of	  this	  chapter	  is	  to	  analyze	  
and	   interpret	   these	   data	   obtained	   during	   this	   convergent	   parallel	   design	   mixed	   method	  
research	  (MM)	  study.	  	  
The	  purpose	  of	  this	  research	  was	  to	  examine	  the	  practices	  of	  five	  bilingual	  schools	  in	  Europe,	  
and	  more	  specifically	  to	  answer	  the	  following	  research	  questions.	  
The	  statement	  of	  the	  problem:	  	  
Ways	   of	   measuring	   of	   the	   effectiveness	   of	   bilingual	   education	   programs	   in	   primary	   and	  
secondary	  schools	  in	  Europe.	  
The	  general	  objective	  is	  to:	  
Identify	   the	  ways	   of	  measuring	   the	   effectiveness	   of	   bilingual	   programs	   and	   to	   find	  ways	   of	  
describing	  and	  comparing	  them.	  	  
The	  specific	  objectives	  are:	  
• to	  identify	  what	  type	  of	  curricula	  are	  implemented	  and	  how	  successful	  they	  are	  
• to	  identify	  the	  key	  performance	  indicators	  (KPI)	  implemented	  by	  the	  schools	  
• to	  identify	  the	  frameworks	  and	  benchmarks	  adopted	  by	  the	  schools	  
• to	  describe	  present	  education	  practices	  in	  each	  of	  the	  schools	  
Research	  questions:	  	  	  
• Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
• What	  is	  the	  amount	  of	  time	  spent	  on	  L1	  and	  L2	  instruction	  on	  each	  level	  of	  education	  
offered	  by	  the	  school?	  
• What	   opportunities	   are	   students	   given	   to	   enhance	   their	   L2	   skills	   in	   terms	   of	   social	  
integration	  and	  academic	  achievement?	  
• What	  type	  of	  qualifications	  are	  required	  and	  training	  provided	  for	  bilingual	  teachers	  in	  
each	  of	  the	  schools?	  
• What	  is	  the	  literacy	  policy	  in	  terms	  of	  students’	  L1	  and	  L2?	  
• What	   are	   the	   assessment	   principles	   adopted	   by	   the	   school	   in	   terms	   of	   assessing	  
content	  and	  language?	  
• What	  are	   the	  assessment	  principles	   adopted	  by	   the	   school	   in	   terms	  of	   the	  bilingual	  
program?	  
In	   the	   MM	   research	   the	   deductive	   and	   inductive	   logic	   should	   be	   employed	   throughout.	  
Therefore	  it	  was	  also	  applied	  to	  the	  research	  questions,	  as	  in	  the	  MM	  the	  research	  questions	  
are	   of	   primary	   importance	   or	   even	   more	   important	   than	   the	   methods	   used	   and	   the	  
worldview	   that	   underlines	   the	   study.	   Questions	   typically	   associated	   with	   the	   MM	   are	   the	  
‘what’	  and	  ‘why’	  ones,	  which	  suggest	  the	  descriptive	  and	  explanatory	  type	  of	  a	  study.	  
Good	  research	  design	  proceeds	  from	  an	  understanding	  of	  the	  question,	  problem	  or	  issue	  that	  
the	  study	  addresses.	  Such	  an	  understanding	  of	  a	  problem	  situates	  the	  problem	  in	  a	  relevant	  
context	  and	  appropriate	  intellectual	  traditions.	  
	  
5.1	  Methodology	  overview	  
	  
The	  study	  was	  conducted	  in	  five	  bilingual	  schools	  in	  Europe	  and	  includes	  internal	  comparisons	  
between	   the	   case	   studies	   and	   also	   external	   comparisons	  with	   standards	   of	   plurilingual	   and	  
intercultural	   education	   present	   in	   Europe.	   Studies	   conducted	   here	   were	   examined	   with	  
reference	  to	  the	  specific	  context	  in	  which	  they	  are	  situated.	  This	  study	  involves	  an	  institution,	  
a	  school,	  and	  a	  bilingual	  education	  program	  within	  it.	  
	  
The	   case	   selection	   was	   determined	   by	   the	   research	   purpose,	   questions,	   propositions	   and	  
theoretical	   context,	   but	   also	   by	   other	   restrictions,	   such	   as,	   accessibility	   (whether	   the	   data	  
needed	   can	   be	   collected	   from	   the	   case	   individual	   or	   organization),	   resources	   (whether	  
resources	  are	  available	  to	  support	  travel	  and	  other	  data	  collection	  and	  analysis	  costs),	  and	  the	  
time	  available	  (Rowley	  2002).	  In	  this	  study	  a	  spectrum	  of	  schools	  from	  Europe	  was	  needed	  in	  
order	   to	   answer	   the	   research	   questions	   and	   to	   reach	   valid	   conclusions.	   Schools	   that	   were	  
included	  in	  the	  study:	  
1. the	  private	  Primary	  School	  ‘Schola	  Europea’	  in	  Bergen,	  the	  Netherlands	  
2. the	  public	  Primary	  Catholic	  School	  Colegio	  ‘Ramón	  Izquierdo’	  in	  Badajoz,	  Spain	  
3. the	  public	  Primary	  School	  ‘Scuola	  Sanzio’	  in	  Trento,	  Italy	  
4. the	  public	  Primary	  School	  in	  Wołów,	  Poland	  
5. the	  private	  Primary	  School	  ‘Wroclaw	  International	  School’	  in	  Wrocław,	  Poland	  
Data	   collection	  which	   involved	   implementing	   questionnaires,	   interviews,	   and	  multiple	   case	  
studies	  was	  applied.	  
An	  additional	  aim	  of	  this	  study	  was	  to	  make	  a	  broader	  comment	  about	  the	  ways	  of	  measuring	  
the	  effectiveness	  of	  bilingual	  education	  programs	  in	  primary	  and	  secondary	  schools	  in	  Europe	  
and	  in	  presenting	  findings	  applicable	  beyond	  a	  specific	  case.	  This	  is	  crucial	  as	  monitoring	  and	  
evaluation	  of	  bilingual	  programs	  are	  essential	  and	  provide	  tools	  for	  gathering,	  analyzing	  and	  
discussing	  information	  (Mehisto	  2012).	  When	  a	  school	  adopts	  a	  particular	  model	  of	  bilingual	  
education,	   e.g.	   immersion,	   dual-­‐language,	   or	   other,	   this	   model	   is	   then	   translated	   from	  
academic	   and	   administrative	   concept	   into	   the	   intricate	   actualities	   of	   local	   school	   and	  
classroom	  life	  (Wiese	  2004).	  
This	   study	   took	   the	   convergent	   parallel	   design,	  where	   the	   researcher	   collects	   and	   analyzes	  
quantitative	  and	  qualitative	  data	  during	  the	  same	  phase	  of	  the	  research	  as	  follows:	  
	  
Quantitative	  	  
Data	  Collection	  	  
and	  Analysis	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Compare	  and	  Relate	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Interpretation	  
Qualitative	  	  
Data	  Collection	  	  
and	  Analysis	  
	  
Figure	  24	  The	  convergent	  parallel	  design.	  
	  
The	   results	   of	   the	   research	   were	   combined	   and	   interpreted	   together.	   The	   timing	   was	  
concurrent.	  The	  study	  occurred	  in	  the	  same	  phase.	  Methods	  intentionally	  interacted	  with	  one	  
another	  during	  the	  course	  of	  the	  study	  and	  as	  a	  result	  offered	  more	  varied	  and	  differentiated	  
design	  possibilities.	  The	   investigations	  are	  answered	  both	   in	  narrative	  and	  numerical	   forms.	  
There	  was	  an	  equal	  priority	  between	  the	  strands.	  The	  point	  of	  interface,	  when	  the	  strands	  are	  
mixed	  happened	  during	   the	  design	  phase.	  The	   research	  design	  was	   fixed,	  meaning	   that	   the	  
use	   of	   QUAL	   and	   QUAN	   methods	   was	   planned	   at	   the	   start	   of	   the	   study	   and	   later	  
implemented.	  
	  
5.2	  The	  paradigm	  foundation	  	  
	  
The	  philosophical	  orientation	  most	  often	  associated	  with	  Mixed	  Methods,	  and	  also	  applied	  in	  
this	   study,	   is	  pragmatism	   (Biesta	  &	  Burbules	  2003,	  Bryman	  2006).	  Pragmatism	   is	  a	  practical	  
approach	  to	  a	  problem	  and	  can	  be	  considered	  a	  bridge	  between	  paradigm	  and	  methodology	  
(Cameron	  2011:6).	  It	  offers	  a	  helpful	  alternative	  to	  combine	  both	  QUAL	  and	  QUAN	  methods	  
(Teddlie	  &	  Tashakkori	  2008).	   It	  draws	  on	  many	   ideas,	  using	  diverse	  approaches,	  and	  valuing	  
both	  subjective	  and	  objective	  knowledge	  (Cresewell	  &	  Plano	  Clark	  2010).	  Nevertheless,	  Biesta	  
(2011)	   argues	   that	   pragmatism	   does	   not	   provide	   a	   comprehensive	   methodology	   for	   all	   of	  
MM’s	   methodological	   assumptions	   and	   therefore	   regarding	   it	   as	   its	   ‘philosophical	  
companion’.	  	  
	  
In	  this	  research,	   the	  thematic	  analysis	   is	  a	  case	  study,	  where	   information	  of	   interviews,	  and	  
from	   available	   documents,	   was	   used.	   The	   aim	   is	   to	   provide	   a	   holistic	   description	   of	   the	  
individual	   context	   of	   the	   study	   (Teddlie	   &	   Tashakkori	   2008).	   The	   combination	   of	   the	  
qualitative	   and	   quantitative	   methods	   supports	   a	   better	   understanding	   of	   the	   research	  
problem	   (Cresewell	  &	   Plano	  Clark	   2010).	  Mixed	  methods	  were	   appropriate	   in	   this	   study	   as	  
there	  are	  schools	  from	  various	  countries	  with	  their	  own	  bilingual	  education	  programs	  and	  the	  
MM	  allow	  to	  incorporate	  many	  diverse	  viewpoints	  (Cresewell	  &	  Plano	  Clark	  2010).	  
	  
This	  study	  involved	  deductive	  and	  inductive	  logic	  of	  inquiry.	  Deductive	  reasoning	  was	  used	  at	  
the	  beginning	  of	  the	  study	  to	  make	  certain	  predictions	  about	  the	  data	  needed	  to	  match	  the	  
frameworks	   and	   benchmarks	   suggested	   by	   the	   experts.	   The	   premise	   in	   the	   deductive	  
reasoning	   was	   the	   assumption	   that	   all	   of	   the	   schools	   use	   certain	   tools	   to	   measure	   the	  
effectiveness	   of	   their	   bilingual	   education	   programs.	  Hence,	   there	  was	   a	   certain	   set	   of	   data	  
gathered	   from	   the	   available	   literature	   and	   sources	   and	  used	   to	   deduce	   some	  new	   facts,	   in	  
other	  words,	   to	   reach	   a	   logically	   certain	   conclusion.	   Inductive	   reasoning	  was	   used	   to	   piece	  
together	  all	  of	  the	  data	  in	  a	  search	  for	  a	  common	  pattern	  and	  generalization.	  The	  deductive-­‐
inductive	  logic	  of	  inquiry	  allows	  the	  researcher	  to	  move	  from	  hypotheses	  to	  observations	  and	  
then	  back	  to	  implications,	  backwards	  and	  forwards.	  
	  
5.3	  Triangulation	  
According	   to	  Teddlie	  and	  Tashakkori	   (2009:27)	   triangulation	   refers	   to	   the	  combinations	  and	  
comparisons	   of	   multiple	   data	   sources,	   data	   collection	   and	   analysis	   procedures,	   research	  
methods,	   investigators,	   and	   inferences	   that	   occur	   at	   the	   end	   of	   a	   study.	   Therefore,	   the	  
triangulation	  techniques	  used	  in	  this	  study	  are	  used	  both	  in	  data	  analysis	  and	  in	  determining	  
the	  quality	  of	  that	  data.	  	  
The	   methodological	   triangulation	   was	   used	   in	   this	   study.	   It	   involves	   the	   use	   of	   multiple	  
quantitative	   and	   qualitative	   methods	   to	   conduct	   the	   research.	   When	   triangulation	   is	   the	  
rationale	   for	   conducting	   the	  mixed	   analysis,	   as	   it	   is	   in	   this	   study,	   the	   researcher	   compares	  
findings	  from	  the	  quantitative	  data	  with	  the	  qualitative	  results.	  
When	   the	   results	   /	   conclusions	   from	   each	   of	   the	   methods,	   such	   as	   questionnaires,	   or	  
interviews	  are	  compared	  and	  similar	  results	  are	  found,	  then	  validity	  is	  established.	  However,	  
Patton	   (2002)	  cautions	  against	  a	  common	  misconception	  that	   the	  goal	  of	   triangulation	   is	   to	  
arrive	   at	   consistency	   across	   data	   sources	   or	   approaches.	   In	   Patton’s	   view,	   these	  
inconsistencies	   should	  not	  be	  seen	  as	  weakening	   the	  evidence,	  but	   should	  be	  viewed	  as	  an	  
opportunity	   to	   uncover	   deeper	   meaning	   in	   the	   data.	   Those	   contradicting	   findings	   and	  
controversies	   or	   crises,	   as	   Onwuegbuzie	   and	   Collins	   (2007:304)	   call	   them,	   happen	   due	   to	  
certain	   barriers,	   identified	   by	   Mingers	   (2001)	   as	   philosophical,	   cultural,	   cognitive	   and	  
practical.	  
As	  it	  is	  often	  difficult	  for	  a	  researcher	  to	  be	  methodologically	  bilingual	  (Teddlie	  &	  Tashakkori	  
2003:45)	   skilled	   in	  both	  quantitative	   and	  qualitative	   research	  methods,	   in	   this	   research	   the	  
support	   for	   from	  Morse	   (2010:351)	  was	  used	   in	   the	   form	  of	   the	  5	  Checks,	  as	   she	  calls	   it,	   in	  
order	  to	  support	  the	  study.	  	  	  
The	  five	  checks	  include	  stating	  the	  following:	  	  
	  
• theoretical	  drive:	  Inductive	  or	  deductive	  	  
• core	  component:	  QUAL	  or	  QUAN	  	  
• supplemental	  component(s);	  qual	  or	  quan	  	  
• pacing:	  simultaneous	  or	  sequential	  	  
• point	  of	  interface:	  analytic	  or	  results	  narrative	  	  
	  
The	   most	   challenging	   stage	   in	   the	   mixed	   research	   process	   is	   analyzing	   data.	   Johnson,	  
Onwuegbuzie	  and	  Turner	   (2007)	   indicate	  that	  decisions	  about	  the	  mixed	  analysis	  of	  a	  study	  
can	  be	  made	  a	  priori,	  a	  posteriori,	  or	  iteratively.	  In	  this	  study,	  a	  priori	  decisions	  were	  made.	  	  
In	  this	  study	  case-­‐to-­‐case	  transfer	  (i.e.,	  making	  generalizations	  or	  inferences	  from	  one	  case	  to	  
another	  was	  used	  (Firestone	  1993,	  Kennedy	  1979,	  Miles	  &	  Huberman	  1994).	  
	  
5.4	  An	  overview	  
Bilingual	   schools	   present	   different	   effectiveness	   of	   their	   bilingual	   education	   programs.	   It’s	  
difficult	   to	   know	   whether	   the	   success	   of	   the	   bilingual	   school	   is	   due	   to	   the	   program,	   the	  
individual	  characteristics	  of	  the	  students,	  or	  the	  qualities	  of	  the	  teachers.	  There	  are	  hundreds	  
of	   variables	   that	   affect	   program	   outcomes.	   Success	   is	   usually	   measured	   by	   outcomes	  
depending	  on	  quality	  of	  inputs	  and	  is	  challenged	  by	  contextual	  factors.	  	  
Many	  studies	   ignore	  variables	   in	  design	  and	  program.	  This	   study	  addresses	   those	  neglected	  
issues.	  Brisk	  (2010)	  and	  Mehisto	  (2012)	  and	  the	  Council	  of	  Europe	  (2010)	  provide	  frameworks	  
and	   benchmarks	   for	   school	   evaluation,	   which	   provide	   feedback	   for	   the	   programs.	   Such	  
feedback	  leads	  to	  further	  decision-­‐making	  and	  improving	  the	  program.	  	  
This	  study	  aims	  to	  determine	  what	  frameworks	  and	  benchmarks	  are	  used	  by	  various	  schools	  
in	   Europe	   as	   a	   reference	   for	   evaluating	   their	   programs.	   This	   study	   further	   presents	   what	  
frameworks	  and	  benchmarks	  recommended	  by	  experts	  are	  applied	  in	  those	  schools.	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
5.5	  Findings	  
Research	  Question	  1:	  	  
Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
	  	  	  	  	  	  The	  tables	  below	  include	  the	  information	  gathered	  in	  the	  questionnaires.	  
	  
	  
	  
	  
	  
	  
	  
Bergen	  and	  Wroclaw	  follow	  an	   international	  curriculum	  whereas	  Badajoz,	  Trento	  and	  Wołów	  
have	  bilingual	  curricula	  combined	  with	  their	  national	  curricula.	  
	  
Information	  from	  the	  interviews	  is	  a	  literal	  transcription	  of	  the	  interviewed.	  
	  
Badajoz:	  
Yes,	  3	  hours	  of	  English	  (ESL)	  a	  week	  and	  1	  hour	  of	  Art	  in	  English	  and	  4	  hours	  of	  Science.	  
The	   school	   follows	   a	   Spanish	   curriculum	  and	   it	  might	   adapt	   an	   international	   program	   in	   the	  
future.	  
	  
Bergen:	  
A	  second	  language	  begins	  in	  the	  primary.	  From	  year	  3	  of	  the	  secondary	  they	  do	  history	  /	  
geography	  /	  economics	  in	  the	  second	  language	  (EN,	  DE,	  FR).	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  1.	  Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  
school	  curriculum?	  
combined	  with	  
naonal	  curriculum	  
one	  internaonal	  
curriculum	  
no	  
	  Trento:	  
Yes,	  it	  is.	  As	  I	  live	  in	  an	  autonomous	  province,	  we	  have	  school	  curriculum	  by	  the	  PAT	  (Provincia	  
Autónoma	  di	  Trento),	  within	  this	  “frame”	  we	  prepared	  the	  bilingual	  curriculum.	  In	  fact,	  we	  are	  
not	  an	  International	  school	  or	  a	  private	  school.	  We	  are	  a	  school	  of	  the	  PAT	  and	  for	  this	  reason	  
our	  curriculum	  in	  based	  on	  the	  PAT	  school	  guidelines.	  
It	  is	  the	  PAT	  curriculum	  adapted	  to	  the	  bilingual	  education.	  Pat	  curriculum	  is	  an	  adaptation	  of	  
the	  national	   curriculum	  +	  parts	   entirely	   suitable	   for	   our	   political,	   historical	   and	   geographical	  
reality.	  
It	  is	  the	  PAT	  curriculum	  adapted	  to	  the	  bilingual	  education.	  Pat	  curriculum	  is	  an	  adaptation	  of	  
the	  national	  curriculum	  +	  parts	  entirely	  suitable	  for	  our	  political,	  historical	  and	  geographical	  
reality.	  
We	  have	  national	  tests	  every	  year,	  called	  INValSI	  (Istituto	  Nazionale	  per	  la	  VALutazione	  del	  
Sistema	  dell’Istruzione),	  in	  Year	  2	  and	  5	  about	  Italian	  and	  Maths.	  	  
Then,	  in	  my	  “istituto”	  (IC	  Trento	  5)	  we	  have	  tests	  three	  times	  per	  year	  (beginning,	  middle	  and	  
final),	  in	  all	  the	  classes	  about	  Italian,	  Maths	  and	  Foreign	  Language	  (not	  in	  all).	  We	  teachers	  
prepare	  the	  same	  tests	  and	  deliver	  them	  to	  our	  classes.	  
Just	  to	  give	  a	  better	  idea	  about	  our	  school	  system:	  we	  have	  “istituti	  comprensivi”,	  each	  of	  
them	  is	  ruled	  by	  a	  headteacher	  (“dirigente”).	  An	  “istituto”	  is	  form	  of	  a	  group	  of	  different	  
schools.	  My	  “Istituto	  Comprensivo	  Trento	  5”	  is	  formed	  by:	  3	  primary	  schools,	  2	  secondary	  
school	  (13-­‐15	  years	  old),	  a	  school	  in	  the	  hospital,	  a	  school	  in	  the	  prison	  and	  EDA	  (a	  school	  for	  
adults	  and	  foreigners).	  
	  
Wrocław:	  
The	   curriculum	   we	   use	   at	   Wroclaw	   International	   School	   is	   modeled	   on	   the	   International	  
Baccalaureates	   (IBO)	   curriculum	   framework.	   The	   language	   of	   instruction	   is	   English	   however	  
there	  is	  provision	  in	  the	  curriculum	  for	  students	  from	  the	  age	  of	  6	  to	  take	  Polish	  language	  as	  a	  
curriculum	  subject.	  As	  we	  endeavor	  to	  emulate	  the	  mission	  of	  the	  IBO,	  this	  indeed	  makes	  it	  an	  
integral	  part	  of	  our	  school.	  As	  the	  majority	  of	  the	  students	  are	  international,	  studying	  the	  host	  
countries	  language	  makes	  it	  important	  in	  helping	  our	  students	  learn	  and	  live	  within	  the	  culture	  
that	  they	  now	  find	  themselves	  living.	  
	  
Wołów:	  
The	  bilingual	   curriculum	   is	   integral	   into	   the	  whole	  primary	   school	   only.	  As	   far	   as	   the	  middle	  
school	   is	   concerned,	   the	   curriculum	   is	   implemented	   only	   in	   history,	   citizenship	   and	  
mathematics.	   We	   are	   planning	   to	   introduce	   this	   curriculum	   in	   the	   secondary	   school	   next	  
school	  year.	  
	  
	  
	  
	  
	  
Research	  Question	  2	  
What	   is	   the	   amount	   of	   time	   spent	   on	   L1	   and	   L2	   instruction	   on	   each	   level	   of	   education	  
offered	  by	  the	  school?	  
	  
	  
	  
	  
	  
	  
	  
Information	  from	  the	  interviews:	  
Bergen:	  
Badajoz	   Bergen	   Trento	   Wroclaw	  Wołów	  
Table	  4.	  What	  is	  the	  percentage	  of	  Ume	  spent	  on	  L1	  and	  L2	  ?	  	  
maximum	  50%	  	  
including	  ESL	  and	  
bilingual	  educaon	  
100%	  of	  me	  	  
10%	  	  ESL,	  10%	  
students’	  L1,	  	  the	  rest	  
of	  me	  to	  L2	  (English)	  
other	  
About	  60/40	  –	  but	  most	  subjects	  are	  also	  studied	  in	  the	  L1.	  
Trento:	  
In	  our	  bilingual	  classes,	  starting	  in	  Year	  1:	  
! 20	  hours	  out	  of	  30	  are	  taught	  in	  L2	  –	  English,	  that	  means	  8	  subjects	  entirely	  taught	  in	  
L2	  
! Italian,	  History	  and	  Religion	  are	  in	  L1	  –	  Italian	  (12	  hours	  in	  total)	  
! 2	  hours	  are	  in	  German	  (starting	  from	  Year	  3)	  
	  
Wroclaw:	  
For	  Primary	  grades,	  2	  45	  minutes	  per	  week	  are	  spent	  on	  Polish	  lessons.	  For	  the	  Middle	  School	  
the	  students	  have	  the	  option	  of	  Language	  B	  French	  or	  Polish.	  There	  are	  currently	  4	  lessons	  per	  
week	  scheduled	  for	  these.	  
Wołów:	  
There	  is	  no	  set	  proportion	  between	  L1	  and	  L2.	  Naturally,	  the	  role	  of	  L2	  is	  gradually	  increasing	  
as	   pupil’s	   L2	   competence	   improves.	   In	   primary	   school	   the	   L2	   role	   is	   emphasized	   by	   a	   large	  
number	  of	  classes	  held	  weekly	  
	  
	  
	  
	  
	  
	  
	  
	  
Information	  from	  the	  interviews:	  
	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  5.	  Is	  students’	  home	  language	  used	  during	  the	  lessons	  
conducted	  in	  their	  L2	  ?	  	  
yes,	  when	  students	  
need	  clariﬁcaon	  
no,	  there	  are	  ESL	  pull	  
out	  classes	  to	  help	  
students	  
yes,	  but	  only	  
students	  can	  use	  it.	  
Badajoz:	  
Teacher	  speaks	  in	  English	  and	  students	  explain	  /	  translate	  in	  Spanish.	  
	  
Bergen:	  
L2	  only	  is	  used.	  The	  L1	  would	  only	  be	  used	  for	  a	  new	  student	  with	  a	  very	  low	  level	  in	  the	  L2.	  
	  
Trento:	  
As	  we	  want	  to	  encourage	  our	  children	  to	  participate,	  to	  learn	  and	  to	  feel	  fine,	  we	  let	  them	  use	  
any	  language	  they	  want	  from	  the	  very	  beginning	  (Year	  1).	  But,	  all	  the	  instructions	  are	  always	  in	  
L2	   (without	   any	   sort	   of	   translation),	   if	   the	   subject	   belongs	   to	   the	   group	   taught	   in	   L2.	   The	  
English	  teacher	  accepts	  Italian,	  but	  re-­‐formulates	  the	  sentences	  in	  English	  and	  in	  a	  correct	  way.	  
From	  Year	  3,	  we	  ask	  the	  children	  to	  switch	  into	  English.	  
We	  have	  also	  2	  types	  of	  language:	  “open	  language”	  and	  “closed	  language”.	  They	  have	  arbitrary	  
names	  that	  we	  invented!	  
“Open	  language”:	  	  we	  let	  the	  children	  use	  any	  language	  during	  the	  group	  work,	  the	  formal	  and	  
informal	  conversations,	  the	  experiments,	  problem	  solving…	  	  any	  time	  they	  have	  to	  develop	  
“mental	  processes”	  (sorry,	  I	  don’t	  know	  how	  I	  can	  say	  it	  better!).	  What	  I	  mean	  is	  that	  language	  
develops	  mental	  development;	  with	  low	  level	  of	  language	  (as	  it	  happens	  at	  the	  beginning),	  our	  
children	  need	  to	  build	  it,	  so	  English	  language	  is	  not	  the	  first	  aim.	  	  
“Closed	  language”:	  it	  is	  the	  language	  of	  the	  different	  subjects	  and	  of	  instructions,	  daily	  school	  
life,	  etc.	  As	  soon	  as	  we	  work	  on-­‐with	  a	  word/sentence,	  that	  has	  “beyond”	  a	  meaning	  in	  a	  
specific	  subject,	  we	  ask/push	  the	  children	  to	  use	  them.	  	  
An	  example:	  in	  Year	  1,	  once	  that	  we	  have	  worked	  	  on	  “units	  and	  tens”	  and	  with	  the	  sentence:	  
“We	  change	  10	  units	  into	  1	  ten”,	  all	  our	  children	  must	  use	  it.	  They	  can	  mix	  Italian	  with	  English,	  
but	  this	  sentence	  has	  to	  be	  in	  English.	  Here	  the	  importance	  is	  not	  the	  use	  of	  English,	  but	  of	  the	  
Maths	  concept	  beyond	  it.	  Another	  example:	  any	  word	  or	  sentence	  about	  the	  daily	  school	  life	  
must	  be	  used	  in	  L2	  (“Can	  I	  go	  to	  the	  toilet,	  please?;	  Hands	  up	  if	  you…;	  Get	  in	  line,	  please;	  etc.)	  
	  
Wrocław:	  
For	  our	  Polish	  students,	  yes.	  For	  our	  international	  students	  the	  school	  has	  structures	  in	  place	  
to	  support	  their	  mother	  tongue	  during	  extra-­‐curricular	  activities.	  
	  
Wołów:	  
All	   new	   topics	   are	   introduced	   in	   L1.	   Only	   then	   does	   English	   follow.	   In	   case	   of	   L2	   lessons	   or	  
activities	  home	  language	  is	  only	  used	  to	  clarify	  concepts	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
Research	  Question	  3:	  	  
What	   opportunities	   are	   students	   given	   to	   enhance	   their	   L2	   skills	   in	   terms	   of	   social	  
integration	  and	  academic	  achievement?	  
	  
	  
	  
	  
	  
	  
	  
Information	  from	  the	  interviews:	  
Badajoz:	  
Both,	  but	  also	  in	  the	  Primary	  School	  in	  Portuguese,	  and	  in	  the	  Secondary	  School	  in	  Portuguese	  
and	  French.	  The	  classes	  include	  art	  and	  sports.	  
	  
Trento:	  
Yes,	   the	  extra-­‐curricular	   activities	   take	  place	   in	   L1,	   L2	  and	  both:	  when	   the	  English	   teacher	   is	  
involved,	  she	  speaks	  English	  and	  the	  children,	  too.	  The	  same	  with	  the	  Italian	  teacher.	  When	  we	  
are	   together,	   the	   children	   use	   both,	   L1	   and	   L2.	   In	   this	   way	   we	   want	   to	   attest	   –	   concretely	  
testify	   the	   communicative	   value	   of	   our	   project:	   two	   –	   three	   languages	   to	   learn	   and	   to	  
communicate.	  
In	   the	  weekly	   timetable	  of	  our	  bilingual	   classes,	  we	  have	   two	  hours	  where	   the	   two	   teachers	  
(Italian	  and	  English)	  work	  together	  to	  the	  same	  cross	  curricular	  –	  interdisciplinary	  project.	  This	  
is	  a	  way	  to	  put	  into	  practice	  what	  we	  believe.	  I	  add	  an	  attachment	  with	  all	  the	  cross	  curricular	  
projects	  of	  our	  classes	  (at	  the	  end	  of	  this	  questionnaire).	  
	  
Wołów:	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  6.	  Do	  the	  extra-­‐curricular	  acUviUes	  take	  place	  in	  L1	  or	  L2	  or	  
both?	  	  	  
both	  
just	  L2	  
just	  L1	  
There	  is	  a	  KET/PET	  preparation	  course	  for	  primary	  school	  pupils.	  There	  used	  to	  be	  an	  FCE/CAE	  
course	  for	  middle	  and	  secondary	  school	  pupils	  but	  this	  year	  the	  project	  is	  suspended.	  
	  
Research	  Question	  4:	  	  
What	  type	  of	  qualifications	  are	  required	  and	  training	  provided	  for	  bilingual	  teachers	  and	  in	  
each	  of	  the	  schools?	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
Information	  from	  the	  interviews:	  
Badajoz:	  
Cambridge	  language	  proficiency	  examinations	  (FCE/CAE/CPE)……FCE	  for	  Primary	  for	  non-­‐native	  
speakers.	  The	  same	  teachers	  run	  science	  and	  English	  science	  lessons	  and	  different	  teachers	  are	  
for	  ESL	  classes.	  
Table	  9.	  What	  type	  of	  qualiﬁcaUons	  are	  required	  from	  the	  L2	  
teachers?	  	  
BA	  in	  integrated	  
educaon	  	  
BA	  in	  bilingual	  
educaon	  
MA	  in	  bilingual	  
educaon	  
BA	  or	  MA	  in	  a	  
speciﬁc	  subject	  
teaching	  
Cambridge	  TKT:	  CLIL	  
test	  
TESOL	  (Teachers	  of	  
English	  to	  Speakers	  
of	  Other	  Languages)	  
Secondary	  teachers	  need	  to	  be	  subject	  teachers	  and	  have	  FCE	  qualifications.	  
Bergen:	  
They	  must	  be	  qualified	  teachers.	  
Wrocław:	  	  
Postgraduate	  studies	  in	  their	  area	  of	  expertise	  
Trento:	  	  	  
This	   is	   the	  most	  problematic	  part	  of	  our	  project.	  We	  would	  accept	  any	  qualification,	  BUT	  we	  
lack	  of	  English	  teachers	  who	  accept	  to	  settle	  in	  Trento,	  to	  over	  work	  for	  a	  very	  low	  salary	  (our	  
English	  teachers	  earn	  around	  €	  1300	  per	  month;	  I	  earn	  €	  1700	  with	  30	  years	  of	  teaching,	  lots	  of	  
qualifications	  and	  being	  the	  coordinator	  of	  the	  bilingual	  classes	  project.	  Think	  that	  I	  pay	  €	  550	  
per	  months	  for	  my	  flat,	  just	  for	  the	  rent).	  
Trento:	  
We	  have	  database	  of	  student	  grades	  over	  several	  years,	  but	  we	  have	  started	  this	  school	  
year,	  because	  only	  now	  we	  have	  the	  5	  bilingual	  classes.	  	  
We	  also	  have	  curriculum	  expectations/goals/outcomes	  set.	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  	  
	  
	  
Research	  Question	  5:	  	  
What	  is	  the	  literacy	  policy	  in	  terms	  of	  students’	  L1	  and	  L2?	  
	  
	  
	  
	  
	  
	  
	  
	  
Information	  from	  the	  interviews:	  
	  
Badajoz:	  
Summative	  assessment	  only	  written	  /	  reading.	  Formative	  assessment	  writing,	  speaking	  /	  
listening.	  
	  
Bergen:	  both	  
Wroclaw:	  
Both	  schools	  have	  a	  dedicated	  ESL	  department.	  Students	  are	  referred	  by	  individual	  teachers	  or	  
during	  the	  admissions	  process.	  These	  work	  as	  either	  pull	  in	  or	  pull	  out	  sessions.	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Table	  7.	  Does	  your	  school	  support	  literacy	  skills	  in	  both	  of	  the	  
languages?	  	  
yes	  
no,	  just	  in	  
English	  
Trento:	  	  
Yes,	  it	  does.	  	  
! Italian:	  at	  the	  end	  of	  Year	  5,	  in	  both	  projects	  (Veicolare	  –	  7/9	  hours	  in	  L2	  –	  English,	  and	  
Bilingue	  –	  20	  hours	   in	   L2	  English),	   the	   levels	  of	   Italian	   language	  our	   children	  have	   to	  
achieve	  	  are	  very	  high	  (listening,	  speaking,	  reading,	  writing	  +	  Italian	  grammar).	  	  
The	  national	  tests	  of	  Italian	  have	  a	  very	  high	  standard,	  but	  also	  secondary	  school	  asks	  
from	  primary	  school	  the	  achievement	  of	  high	  level	  of	  Italian	  (oral	  and	  written)	  
! English:	  	  	  
− in	   the	   “Veicolare	   project”,	   we	   expect	   high	   levels	   of	   listening,	   speaking	   and	  
reading	  
− in	  the	  “Bilingue	  project”,	  we	  expect	  high	  levels	  of	  listening,	  speaking,	  reading,	  
writing	  +	  English	  grammar.	  We	  follow	  a	  “readapted	  method”	  to	  teach	  English	  
literacy,	   that	   we	   call	   “Ruth	   Miskin”	   from	   the	   name	   of	   its	   English	   inventor	  
(http://www.ruthmiskintraining.com/home/index.html).	  
	  
Wołów:	  
All	   new	   topics	   are	   introduced	   in	   L1.	   Only	   then	   does	   English	   follow.	   In	   case	   of	   L2	   lessons	   or	  
activities	  home	  language	  is	  only	  used	  to	  clarify	  concepts.	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  	  
	  
	  
	  
	  
	  
	  
	  
Research	  Question	  6:	  	  
What	  are	  the	  assessment	  principles	  adopted	  by	  the	  school	  in	  terms	  of	  assessing	  content	  and	  
language?	  
	  
	  
	  
	  
	  
	  
	  
Information	  from	  the	  interviews:	  
	  
Badajoz:	  
Yes,	  science	  books	  are	  in	  both	  languages	  and	  follow	  the	  same	  topics.	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Table	  8.	  Is	  language	  and	  content	  assessed	  and	  discussed	  in	  all	  
classes?	  
	  
yes	  
no,	  just	  content	  
language	  and	  content	  
are	  assessed	  
separately	  
Bergen:	  
In	  language	  classes	  –	  but	  in	  other	  subjects	  not	  necessarily.	  
	  
Trento:	  	  	  
As	  far	  as	  our	  bilingual	  classes	  are	  concerned,	  yes.	  	  
We	   base	   our	   teaching	   on	   metacognition	   and	   AfL	   (Assessment	   for	   Learning),	   too.	   So	   it	   is	  
fundamental	   for	   our	   children	   to	  become	  either	   the	   subject	   or	   the	  object	   of	   assessment	   and	  
self-­‐assessment.	  
Wrocław:	  	  	  	  
Yes.	  All	  teachers	  are	  responsible	  for	  the	  teaching	  of	  language.	  
Wołów:	  
Depending	  on	  the	  subject	  of	  a	  particular	  class,	  it	  might	  happen	  that	  there	  is	  no	  need/	  time	  to	  
do	  these	  both.	  However,	  each	  lesson	  should	  contain	  both	  language	  analysis	  as	  well	  as	  content	  
presentation/	  discussion.	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Table	  3.	  In	  what	  ways	  is	  the	  academic	  achievement	  
measured?	  	  
Tests	  at	  the	  end	  of	  a	  
Module	  
Variety	  of	  tools	  	  and	  
forms	  
Oral	  and	  wrien	  test	  
at	  diﬀerent	  mes	  of	  
year	  
A	  range	  of	  formave	  
and	  summave	  
assessment	  forms	  
	  	  
	  
	  
Information	  from	  the	  interviews:	  
Badajoz:	  
Tests	  and	  formative	  and	  summative	  assessment.	  
	  
Bergen:	  
A	   combination	   of	   skills,	   knowledge	   and	   analysis	  which	   is	   reflected	   in	   a	   range	   of	  marks	  with	  
summative	   and	   formative	   assessment.	   The	   baccalaureate	   terminal	   exams	   are	   summative	  
written	  and	  oral.	  
	  
Trento:	  	  
We	  measured	  it	  through	  standardized	  and	  not	  standardized	  works	  (oral	  and	  written).	  We	  use	  	  
two	  ways	  to	  write	  the	  results:	  
! 	  numbers:	  form	  5	  to	  10	  (10	  is	  the	  highest)	  
! 	  levels:	  from	  1	  to	  6	  (6	  is	  the	  highest)	  
Wrocław:	  
WIS	   has	   a	   comprehensive	   assessment	   policy.	   Within	   the	   scope	   of	   this	   policy	   a	   variety	   of	  
measurement	   tools	   and	   tasks	   are	   used.	   Depending	   on	   the	   stage	   of	   the	   learning	   activity	  
Diagnostic,	   Formative	   or	   summative	   assessments	   are	   taken.	   Set	   criteria	   have	   been	   set,	  
however	  students	  are	  actively	  involved	  in	  setting	  assessment	  criteria	  and	  benchmarks.	  
	  
Wołów:	  
There	  are	  several	  mock	  tests	  (with	  no	  marks	  registered)	  where	  pupils’	  bilingual	  knowledge	  are	  
measured.	  As	  the	  bilingual	  education	  has	  just	  been	  introduced,	  at	  this	  stage	  subject	  teachers	  
closely	  co-­‐operate	  with	  co-­‐coordinating	  teachers.	  
Research	  Question	  7:	  	  
What	   are	   the	   assessment	   principles	   adopted	   by	   the	   school	   in	   terms	   of	   the	   bilingual	  
program?	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Table	  10.	  Are	  any	  of	  the	  following	  proﬁciency	  guidelines	  and	  raUng	  
scales	  applied	  by	  your	  school?	  
American	  Council	  on	  
the	  Teaching	  of	  
Foreign	  Languages	  
(ACTFL)	  	  
Cambridge	  ESOL	  	  
Centre	  for	  Applied	  
Linguiscs	  (CAL)	  Oral	  
Proﬁciency	  Exam	  and	  
Student	  Oral	  
Proﬁciency	  Assessment	  
Rang	  Scale	  
Common	  European	  
Framework	  of	  
Reference	  for	  
Languages	  	  	  
School-­‐produced	  
exemplars	  of	  wrien	  
and	  videotaped	  work	  
that	  has	  been	  mapped	  
to	  proﬁciency	  
standards	  
Teachers	  of	  English	  to	  
Speakers	  of	  Other	  
Languages	  (TESOL)	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Table	  11.	  Are	  any	  of	  the	  following	  frameworks	  /	  benchmarks	  
followed	  by	  the	  school	  in	  order	  to	  obtain	  feedback	  on	  the	  bilingual	  
program?
staff	  meetings	  (at	  least	  
once	  a	  month)	  	  
lesson	  observations
anonymous	  surveys
self-­‐reflection	  and	  
assessment	  frameworks
one-­‐to-­‐one	  and	  group	  
meetings	  and	  
correspondence	  with	  
students,	  parents,	  staff	  
etcdatabase	  of	  student	  
grades	  over	  several	  
years
curriculum	  
expectations/goals/outc
omes	  set	  	  
	  	  
	  
Information	  from	  the	  interviews:	  
Badajoz:	  	  	  
We	  ensure	  that	  language	  and	  content	  are	  integrated	  by	  using	  proper	  course	  books.	  
Bergen:	  
Are	  going	  to	  introduce	  the	  database	  of	  students’	  grades.	  
Wrocław:	  	  	  
We	  have	  internationally	  recognized	  examinations	  (ISA).	  
Wołów:	  
We	   ensure	   that	   language	   and	   content	   are	   integrated	   by	   having	   the	   teachers	   of	   language	   and	  
content	  work	   together,	   sometimes	   running	   classes	   together;	   the	  process	   is	   supervised	  by	   a	   co-­‐
coordinating	  teacher.	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
Information	  taken	  from	  the	  interviews:	  
Badajoz:	  
By	  conducting	  students’	  tests.	  Tests	  that	  check	  students’	  knowledge.	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Table	  2.	  In	  what	  ways	  is	  the	  eﬀecUveness	  of	  the	  curriculum	  
measured?	  	  
own	  assessment	  policy	  	  
an	  external	  
instuon	  /	  body	  	  
Project	  that	  provides	  
guidelines	  
no	  speciﬁc	  assessment	  
policy	  
The	   same	   program	   and	  material	   is	   taught	   in	   L1	   and	   in	   L2.	   The	   Science	   book	   in	   English	   ‘My	  
Project	  World’	  Edevvives	  for	  Bilingual	  Learners.	  It	  starts	  grade	  1.	  
Students	  have	  also	  an	  ESL	  book	  on	  the	  elementary	  level.	  	  
	  
Bergen:	  
Controlled	   by	   national	   inspectors	   responsible	   for	   subjects.	   The	   Baccalourette	   exams	   are	  
centrally	   set	   and	   carefully	   monitored.	   There	   is	   quality	   control	   throughout	   and	   a	   system	   of	  
checks	  and	  balances.	  All	  syllabuses	  have	  to	  be	  passed	  at	  a	  European	  level.	  	  
Trento:	  
It	  is	  the	  PAT	  curriculum	  adapted	  to	  the	  bilingual	  education.	  Pat	  curriculum	  is	  an	  adaptation	  of	  
the	  national	   curriculum	  +	  parts	   entirely	   suitable	   for	   our	   political,	   historical	   and	   geographical	  
reality.	  
We	   have	   national	   tests	   every	   year,	   called	   INValSI	   (Istituto	   Nazionale	   per	   la	   VALutazione	   del	  
Sistema	  dell’Istruzione),	  in	  Year	  2	  and	  5	  about	  Italian	  and	  Maths.	  	  
	  
Then,	  in	  my	  “istituto”	  (IC	  Trento	  5)	  we	  have	  tests	  three	  times	  per	  year	  (beginning,	  middle	  and	  
final),	   in	   all	   the	   classes	   about	   Italian,	  Maths	   and	   Foreign	   Language	   (not	   in	   all).	  We	   teachers	  
prepare	  the	  same	  tests	  and	  deliver	  them	  to	  our	  classes.	  
Just	   to	   give	   a	   better	   idea	   about	   our	   school	   system:	   we	   have	   “istituti	   comprensivi”,	   each	   of	  
them	   is	   ruled	   by	   a	   headteacher	   (“dirigente”).	   An	   “istituto”	   is	   form	   of	   a	   group	   of	   different	  
schools.	  My	   “Istututo	   Comprensivo	   Trento	   5”	   is	   formed	   by:	   3	   primary	   schools,	   2	   secondary	  
schools	  (13-­‐15	  years	  old),	  a	  school	  in	  the	  hospital,	  a	  school	  in	  the	  prison	  and	  EDA	  (a	  school	  for	  
adults	  and	  foreigners).	  
Wrocław:	  
It	   is	   a	   requirement	   of	   the	   IBO	   that	   each	   school	   authorized	   to	   offer	   one	   or	   more	   of	   their	  
programs	   have	   a	   5-­‐year	   evaluation.	   The	   school	   is	   asked	   to	   undergo	   a	   self-­‐study	   of	   the	  
standards	  and	  practices	  required	  by	  the	  IBO.	  Once	  this	  has	  been	  done	  and	  evidence	  has	  been	  
gathered	   a	   visiting	   team	  of	   IBO	   representatives	  will	   visit	   the	   school	   and	  evaluate	   the	   school	  
based	  on	   its	   finds.	  Yearly	   reflection	  and	   revision	   sessions	  on	   the	  program	  of	   inquiry	  are	  also	  
undertaken.	  
Wołów:	  
Parts	  of	  regular	  assessment	  (with	  main	  focus	  on	  oral	  assessment)	  is	  conducted	  in	  English.	  	  
	  
	  
	  
	  
	  
Is	  the	  experts’	  advice	  followed	  by	  the	  schools?	  
Based	  on	  the	  information	  available	  in	  the	  literature.	  
1.	  	  Brisk	  (2010:212)	  
Quality	  School	  
Clear	  goals	  
yes	   no	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
	  
	  
Wołów,	  Poland	  
	  
Appropriate	  school	  climate	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
	  
Wołów,	  Poland	  
	  
	  
Bilingual	  program	  is	  integrated	  with	  the	  whole	  school	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
	  
Administration	  provides	  leadership	  with	  the	  whole	  school	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
	  
Quality	  personnel	  willing	  to	  work	  with	  students	  
Yes	   Still	  working	  on	  it	  
	  
Bergen,	  Holland	  
	  
Badajoz,	  Spain	  
Wrocław,	  Poland	  
Trento,	  Italy	  
	  
Wołów,	  Poland	  
	  
	  
	  
	  
	  
Productive	  relationships	  with	  parents	  and	  communities	  
Yes	   No	   Aiming	  at	  it	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
	  
	  
Wołów,	  Poland	  
	  
	  
Badajoz,	  Spain	  
	  
	  
Quality	  Curricula	  
Native	  languages	  are	  used	  to	  promote	  literacy	  and	  content	  area	  learning	  
Yes	   Only	  for	  students	  with	  low	  L2	  
	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
	  
	  
English	  is	  promoted	  and	  developed	  for	  social	  interaction	  and	  academic	  use	  
Yes	   Mainly	  for	  academic	  use	  
	   	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
	  
Wołów,	  Poland	  
	  
	  
	  
Languages	  are	  used	  to	  maximize	  instruction	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
	  
	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
Use	  of	  language	  in	  curriculum	  and	  instructions	  is	  well	  planned	  and	  consistent	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
	  
	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
Bilingual	  students	  participate	  in	  a	  comprehensive	  curriculum	  that	  benefits	  from	  current	  
educational	  innovations	  
Yes	   No	  
	   	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
	  
	  
	  
Materials	  are	  of	  high	  quality,	  varied,	  and	  in	  the	  language	  of	  the	  students	  as	  well	  as	  in	  English	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
	  
Assessment	  is	  fair	  and	  authentic	  and	  has	  as	  a	  purpose	  improved	  teaching	  and	  learning	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
	  Mehisto	  (2012:	  38-­‐39)	  
Student	  learning	  of	  content,	  language,	  and	  related	  learning	  skills	  
Strong	   Weak	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
	  
Wołów,	  Poland	  
Badajoz,	  Spain	  
	  
The	  ongoing	  development	  of	  effective	  bilingual	  learning	  environments	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
	  
The	  achievement	  of	  the	  school	  strategic	  plan	  and	  subsequent	  work-­‐plan	  targets	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
	  
	  
Wołów,	  Poland	  
	  
	  
Programme	  management/leadership	  
Strong	   Weak	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
	  
	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
Stakeholder	  roundtables	  using	  an	  external	  facilitator.	  Stakeholder	  analysis.	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
	  
	  
Wołów,	  Poland	  
	  
	  
Anonymous	  surveys	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
	  
	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
Staff	  meetings	  
Yes	   No	  
	  Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
	  
Lesson	  observations	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
	  
Graduates	  (education	  and	  career	  path)	  
Yes	   No	  
	  
	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  Self-­‐reflection	  and	  assessment	  frameworks	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
Audits	  and	  inspections	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
Strategic	  plan	  and	  work	  plan	  goals	  /	  outcomes	  /	  indicators	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
	  
Wołów,	  Poland	  
	  
	  
Student	  grades	  over	  several	  years	  
Yes	   No	  
	  Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
	  
	  
	  
	  
	  
Internationally	  recognised	  examinations	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Wołów,	  Poland	  
	  
Trento,	  Italy	  
Badajoz,	  Spain	  
	  
	  
Proficiency	  guidelines	  rating	  scales	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
Council	  of	  Europe	  (Sept.	  2010)	  
Plurilingual	  and	  intercultural	  education	  included	  in	  the	  existing	  national	  curricula	  
Yes	   No	  
	  Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
	  
	  	  	  
	  
	  
Forms	  of	  evaluation	  should	  be	  consistent	  with	  the	  aims	  of	  education	  and	  with	  development	  of	  
learners’	  autonomy	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  
	  
The	  importance	  should	  be	  attached	  to	  teacher	  training	  
Yes	   No	  
	  
Bergen,	  Holland	  
Wrocław,	  Poland	  
Trento,	  Italy	  
Badajoz,	  Spain	  
Wołów,	  Poland	  
	  
	  	  
	  
	  
	  
	  
	  
	  
Appendix	  1	  	  Analysis	  of	  the	  questionnaires	  
Q.	  
No.	  
Badajoz,	  Spain	   Bergen,	  
Holland	  
Trento,	  Italy	   Wrocław,	  Poland	   Wołów,	  Poland	  
	  
1.	   A	   B	   A	   B	   A	  
2.	   C	   B	   B	   B	   A	  
3.	   D	   D	   C	   B	   C	  
4.	   A	   D	   D	   C	   A	  
5.	   C	   B	   C	   B	   A	  
6.	   A	   A	   A	   A	   A	  
7.	   A	   A	   A	   B	   A	  
8.	   A	   C	   A	   A	   C	  
9.	   C	  	  D	  	  E	  	  F	  	  G	   D	   D	  	  F	  	  G	   D	   D	  
10.	   D	   D	   D	  	  E	   G	   D	  
11.	   A	  	  B	  	  D	  E	  F	  G	  H	  	  
K	  
B	  	  D	  	  E	  	  G	   A	  B	  	  D	  E	  G	  K	   A	  B	  C	  D	  E	  G	  I	  K	   A	  B	  E	  F	  H	  I	  K	  
	  	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  1.	  Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  
school	  curriculum?	  
combined	  with	  
naonal	  curriculum	  
one	  internaonal	  
curriculum	  
no	  
Badajoz	   Bergen	   Trento	   Wroclaw	  Wołów	  
Table	  2.	  In	  what	  ways	  is	  the	  eﬀecUveness	  of	  the	  curriculum	  
measured?	  	  
own	  assessment	  policy	  	  
an	  external	  
instuon	  /	  body	  	  
Project	  that	  provides	  
guidelines	  
no	  speciﬁc	  assessment	  
policy	  
Badajoz	   Bergen	   Trento	   Wroclaw	  Wołów	  
Table	  3.	  In	  what	  ways	  is	  the	  academic	  achievement	  
measured?	  	  
Tests	  at	  the	  end	  of	  a	  
Module	  
Variety	  of	  tools	  	  and	  
forms	  
Oral	  and	  wrien	  test	  
at	  diﬀerent	  mes	  of	  
year	  
A	  range	  of	  formave	  
and	  summave	  
assessment	  forms	  
	  	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	   	  
	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  5.	  Is	  students’	  home	  language	  used	  during	  the	  lessons	  
conducted	  in	  their	  L2	  ?	  	  
yes,	  when	  students	  
need	  clariﬁcaon	  
no,	  there	  are	  ESL	  pull	  
out	  classes	  to	  help	  
students	  
yes,	  but	  only	  
students	  can	  use	  it.	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  4.	  What	  is	  the	  percentage	  of	  Ume	  spent	  on	  L1	  and	  L2	  ?	  	  
maximum	  50%	  	  
including	  ESL	  and	  
bilingual	  educaon	  
100%	  of	  me	  	  
10%	  	  ESL,	  10%	  
students’	  L1,	  	  the	  rest	  
of	  me	  to	  L2	  (English)	  
other	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	   	  
	  
	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	   	  
	  
	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  6.	  Do	  the	  extra-­‐curricular	  acUviUes	  take	  place	  in	  L1	  or	  L2	  or	  
both?	  	  	  
both	  
just	  L2	  
just	  L1	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  7.	  Does	  your	  school	  support	  literacy	  skills	  in	  both	  of	  the	  
languages?	  	  
yes	  
no,	  just	  in	  
English	  
	  	  
	  
	  
Badajoz	   Bergen	   Trento	   Wroclaw	  Wołów	  
Table	  8.	  Is	  language	  and	  content	  assessed	  and	  
discussed	  in	  all	  classes?	  
	  
yes	  
no,	  just	  content	  
language	  and	  content	  
are	  assessed	  
separately	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  9.	  What	  type	  of	  qualiﬁcaUons	  are	  required	  from	  the	  L2	  
teachers?	  	  
BA	  in	  integrated	  
educaon	  	  
BA	  in	  bilingual	  
educaon	  
MA	  in	  bilingual	  
educaon	  
BA	  or	  MA	  in	  a	  speciﬁc	  
subject	  teaching	  
Cambridge	  TKT:	  CLIL	  
test	  
TESOL	  (Teachers	  of	  
English	  to	  Speakers	  of	  
Other	  Languages)	  
Cambridge	  language	  
proﬁciency	  
examinaons	  (FCE/
CAE/CPE)	  
	  	  
	  
	  
	  
	  
	  
Badajoz	   Bergen	   Trento	   Wroclaw	  Wołów	  
Table	  10.	  Are	  any	  of	  the	  following	  proﬁciency	  guidelines	  and	  raUng	  
scales	  applied	  by	  your	  school?	  
American	  Council	  on	  
the	  Teaching	  of	  
Foreign	  Languages	  
(ACTFL)	  	  
Cambridge	  ESOL	  	  
Centre	  for	  Applied	  
Linguiscs	  (CAL)	  Oral	  
Proﬁciency	  Exam	  and	  
Student	  Oral	  
Proﬁciency	  
Assessment	  Rang	  
Scale	  Common	  European	  
Framework	  of	  
Reference	  for	  
Languages	  	  	  
School-­‐produced	  
exemplars	  of	  wrien	  
and	  videotaped	  work	  
that	  has	  been	  mapped	  
to	  proﬁciency	  
standards	  
Teachers	  of	  English	  to	  
Speakers	  of	  Other	  
Languages	  (TESOL)	  	  
	  	  
	  
	  
	  
	  
	  
	  
	  
	  	  
	  
Badajoz	   Bergen	   Trento	   Wroclaw	   Wołów	  
Table	  11.	  Are	  any	  of	  the	  following	  frameworks	  /	  benchmarks	  followed	  by	  the	  
school	  in	  order	  to	  obtain	  feedback	  on	  the	  bilingual	  program?	  
	  
staﬀ	  meengs	  (at	  least	  
once	  a	  month)	  	  	  
lesson	  observaons	  
anonymous	  surveys	  
self-­‐reﬂecon	  and	  
assessment	  frameworks	  
one-­‐to-­‐one	  and	  group	  
meengs	  and	  
correspondence	  with	  
students,	  parents,	  staﬀ	  etc	  
database	  of	  student	  
grades	  over	  several	  years	  
curriculum	  expectaons/
goals/outcomes	  set	  	  	  
key	  performance	  
indicators	  (KPI)	  
league	  labels	  
audits	  and	  inspecons	  
Serie11	  
Appendix	  2	  	  Questionnaires	  
Questionnaire	  
1. Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
A	  [	  	  	  ]	  	  yes,	  it	  is	  combined	  with	  our	  national	  curriculum	  
B	  [	  	  	  ]	  yes,	  we	  use	  one	  international	  curriculum	  
C	  [	  	  	  ]	  no	  
	  
2. In	  what	  ways	  is	  the	  effectiveness	  of	  the	  curriculum	  measured?	  
A	  [	  	  	  ]	  our	  school	  has	  its	  own	  assessment	  policy	  in	  regards	  to	  the	  education	  program,	  developed	  
by	  the	  head	  teacher	  and	  bilingual	  program	  coordinators	  and	  teachers.	  
B	  [	  	  	  ]	  our	  school	  is	  authorized	  by	  an	  external	  institution	  /	  body	  that	  provides	  us	  with	  all	  
necessary	  to	  fulfill	  assessment	  and	  evaluation	  criteria.	  
C	  [	  	  	  ]	  our	  school	  participates	  in	  a	  Project	  that	  guides	  us	  towards	  effective	  education	  and	  
provides	  with	  various	  materials,	  such	  as	  student	  tests,	  assessment	  criteria,	  etc.	  	  
D	  [	  	  	  ]	  our	  school	  does	  not	  have	  any	  specific	  assessment	  or	  evaluation	  policy.	  	  
	  
3. 	  In	  what	  ways	  is	  the	  academic	  achievement	  measured?	  
A	  [	  	  	  ]	  	  Our	  students	  are	  tested	  to	  check	  their	  overall	  knowledge	  of	  language	  and	  content,	  
mainly	  in	  a	  form	  of	  a	  written	  test	  at	  the	  end	  of	  a	  Module	  or	  school	  term.	  
B	  [	  	  	  ]	  	  there	  are	  variety	  of	  tools	  used,	  e.g.	  diagnostic,	  formative	  and	  summative	  assessments.	  
C	  [	  	  	  ]	  	  we	  measure	  oral	  and	  written	  work	  of	  our	  students	  at	  different	  times	  of	  year.	  
D	  [	  	  	  ]	  	  a	  range	  of	  formative	  and	  summative	  assessment	  forms	  are	  used	  in	  accordance	  with	  the	  
international	  exams	  we	  provide.	  
	  
4. 	  What	  is	  the	  percentage	  of	  time	  spent	  on	  L1	  and	  L2	  on	  each	  level	  of	  education?	  	  
A	  [	  	  	  ]	  maximum	  50%	  of	  time	  id	  devoted	  to	  second	  language	  learning,	  and	  that	  includes	  ESL	  
classes,	  and	  bilingual	  classes.	  
B	  [	  	  	  ]	  	  100%	  of	  time	  is	  devoted	  to	  English	  only.	  
C	  [	  	  	  ]	  	  10%	  is	  devoted	  to	  ESL,	  10%	  to	  students’	  first	  language	  and	  the	  rest	  of	  time	  to	  students’	  
second	  language	  (English)	  
D	  [	  	  	  ]	  	  other	  
	  
5. Is	  students’	  home	  language	  used	  during	  the	  lessons	  conducted	  in	  their	  L2	  or	  only	  outside	  of	  
this	  time?	  	  
A	  [	  	  	  ]	  to	  some	  extend	  yes,	  especially	  when	  children	  need	  clarification.	  Teacher	  can	  then	  
translate	  or	  explain	  certain	  stuff	  in	  students’	  L1.	  
B	  [	  	  	  ]	  no,	  it’s	  not.	  We	  have	  ESL	  pull	  out	  classes	  that	  help	  our	  students	  acquire	  the	  language	  
used	  in	  the	  lessons.	  
C	  [	  	  	  ]	  yes,	  but	  only	  students	  can	  use	  it.	  The	  teacher	  always	  uses	  the	  L2.	  
	  
6. 	  	  Do	  the	  extra-­‐curricular	  activities	  take	  place	  in	  L1	  or	  L2	  or	  both?	  Name	  the	  activities	  and	  the	  
languages.	  
A	  [	  	  	  ]	  	  both	  
B	  [	  	  	  ]	  	  just	  L2	  
C	  [	  	  	  ]	  	  just	  L1	  
	  
7. 	  	  Does	  your	  school	  support	  literacy	  skills	  in	  both	  of	  the	  languages?	  (listening,	  speaking,	  reading,	  
writing)	  	  
A	  [	  	  	  ]	  yes	  	  
B	  [	  	  	  ]	  no,	  just	  in	  English	  
	  
8. 	  Is	  language	  and	  content	  assessed	  and	  discussed	  in	  all	  classes?	  
A	  [	  	  	  ]	  yes,	  attention	  is	  paid	  by	  all	  of	  the	  subject	  and	  language	  teachers	  
B	  [	  	  	  ]	  	  no,	  we	  just	  assess	  content	  
C	  [	  	  	  ]	  	  we	  assess	  content	  and	  language	  separately	  
	  
9. What	   type	   of	   qualifications	   are	   required	   from	   the	   L2	   teachers.	   What	   additional	   training	   is	  
provided?	  
A	  [	  	  	  ]	  	  BA	  in	  integrated	  education	  /	  in	  a	  subject	  e.g.	  Biology	  
B	  [	  	  	  ]	  	  BA	  in	  bilingual	  education	  
C	  [	  	  	  ]	  	  MA	  in	  bilingual	  education	  
D	  [	  	  	  ]	  	  BA	  or	  MA	  in	  a	  specific	  subject	  teaching	  
E	  [	  	  	  ]	  	  Cambridge	  TKT:	  CLIL	  test	  
F	  	  [	  	  	  ]	  	  TESOL	  (Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages)	  
G	  	  [	  	  	  ]	  	  Cambridge	  language	  proficiency	  examinations	  (FCE/CAE/CPE)	  
	  
10. 	  	  	  	  Are	  any	  of	  the	  following	  proficiency	  guidelines	  and	  rating	  scales	  applied	  by	  your	  school?	  
A	  [	  	  	  ]	  	  American	  Council	  on	  the	  Teaching	  of	  Foreign	  Languages	  (ACTFL)	  proficiency	  guidelines	  for	  
speaking	  and	  writing	  
B	  [	  	  	  ]	  	  Cambridge	  ESOL	  proficiency	  standards	  
C	  [	  	  	  ]	  	  Centre	  for	  Applied	  Linguistics	  (CAL)	  Oral	  Proficiency	  Exam	  and	  Student	  Oral	  Proficiency	  
Assessment	  Rating	  Scale	  
D	  [	  	  	  ]	  	  Common	  European	  Framework	  of	  Reference	  for	  Languages	  	  	  
E	  [	  	  	  ]	  	  School-­‐produced	  exemplars	  of	  written	  and	  videotaped	  work	  that	  has	  been	  mapped	  to	  
proficiency	  standards	  
F	  	  [	  	  	  ]	  	  Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages	  (TESOL)	  PreK-­‐12	  English	  Language	  
Proficiency	  Standards	  	  
G	  [	  	  	  ]	  	  none	  of	  the	  above	  
11. 	  	  Are	  any	  of	  the	  following	  frameworks	  /	  benchmarks	  followed	  by	  the	  school	  in	  order	  to	  obtain	  
feedback	  on	  the	  bilingual	  program?	  
Do	  you	  have:	  
Tick	  if	  your	  answer	  is	  ‘YES’	  
A	  	  [	  	  	  ]	  	  staff	  meetings	  (at	  least	  once	  a	  month)	  	  	  
B	  	  [	  	  	  ]	  	  lesson	  observations	  	  
C	  	  [	  	  	  ]	  	  anonymous	  surveys	  	  	  
D	  	  [	  	  	  ]	  	  self-­‐reflection	  and	  assessment	  frameworks	  	  
E	  	  [	  	  	  ]	  	  one-­‐to-­‐one	  and	  group	  meetings	  and	  correspondence	  with	  students,	  parents,	  staff	  
and/or	  stakeholders	  
F	  	  [	  	  	  ]	  	  database	  of	  student	  grades	  over	  several	  years	  
G	  	  [	  	  	  ]	  	  curriculum	  expectations/goals/outcomes	  set	  	  	  
H	  	  [	  	  	  ]	  	  key	  performance	  indicators	  (KPI)	  
I	  	  [	  	  	  ]	  	  internationally	  recognized	  examinations;	  	  
J	  	  [	  	  	  ]	  	  league	  labels;	  	  
K	  	  [	  	  	  ]	  	  audits	  and	  inspections	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
Appendix	  3	  	  
Wroclaw	  International	  School,	  Wroclaw,	  Poland	  
Questionnaire	  answered	  by	  Mr	  Hewa	  Thompson	  The	  Director	  of	  the	  School.	  
	  1. Is	  the	  bilingual	  curriculum	  an	  integral	  part	  of	  the	  whole	  school?	  
A	  [	  	  	  ]	  	  yes,	  it	  is	  combined	  with	  our	  national	  curriculum	  
B	  [	  v	  	  ]	  yes,	  we	  use	  one	  international	  curriculum	  
C	  [	  	  	  ]	  no	  
	  
2. 	  In	  what	  ways	  is	  the	  effectiveness	  of	  the	  curriculum	  measured?	  
A	  [	  	  	  ]	  our	  school	  has	  its	  own	  assessment	  policy	  in	  regards	  to	  the	  education	  program,	  developed	  by	  
the	  head	  teacher	  and	  bilingual	  program	  coordinators	  and	  teachers.	  
B	  [	  	  v	  ]	  our	  school	  is	  authorized	  by	  an	  external	  institution	  /	  body	  that	  provides	  us	  with	  all	  
necessary	  to	  fulfill	  assessment	  and	  evaluation	  criteria.	  
C	  [	  	  	  ]	  our	  school	  participates	  in	  a	  Project	  that	  guides	  us	  towards	  effective	  education	  and	  provides	  
with	  various	  materials,	  such	  as	  student	  tests,	  assessment	  criteria,	  etc.	  	  
D	  [	  	  	  ]	  our	  school	  does	  not	  have	  any	  specific	  assessment	  or	  evaluation	  policy.	  	  
	  
3. 	  	  	  In	  what	  ways	  is	  the	  academic	  achievement	  measured?	  
A	  [	  	  	  ]	  	  Our	  students	  are	  tested	  to	  check	  their	  overall	  knowledge	  of	  language	  and	  content,	  mainly	  in	  
a	  form	  of	  a	  written	  test	  at	  the	  end	  of	  a	  Module	  or	  school	  term.	  
B	  [	  	  v	  ]	  	  there	  are	  variety	  of	  tools	  used,	  e.g.	  diagnostic,	  formative	  and	  summative	  assessments.	  
C	  [	  	  	  ]	  	  we	  measure	  oral	  and	  written	  work	  of	  our	  students	  at	  different	  times	  of	  year.	  
D	  [	  	  	  ]	  	  a	  range	  of	  formative	  and	  summative	  assessment	  forms	  are	  used	  in	  accordance	  with	  the	  
international	  exams	  we	  provide.	  
	  
4. 	  	  	  	  What	  is	  the	  percentage	  of	  time	  spent	  on	  L1	  and	  L2	  on	  each	  level	  of	  education?	  	  
A	  [	  	  	  ]	  maximum	  50%	  of	  time	  id	  devoted	  to	  second	  language	  learning,	  and	  that	  includes	  ESL	  
classes,	  and	  bilingual	  classes.	  
B	  [	  	  	  ]	  	  100%	  of	  time	  is	  devoted	  to	  English	  only.	  
C	  [	  v	  	  ]	  	  10%	  is	  devoted	  to	  ESL,	  10%	  to	  students’	  first	  language	  and	  the	  rest	  of	  time	  to	  students’	  
second	  language	  (English)	  
D	  [	  	  	  ]	  	  other	  
5. Is	  students’	  home	  language	  used	  during	  the	  lessons	  conducted	  in	  their	  L2	  or	  only	  outside	  of	  
this	  time?	  	  
A	  [	  	  	  ]	  to	  some	  extend	  yes,	  especially	  when	  children	  need	  clarification.	  Teacher	  can	  then	  translate	  
or	  explain	  certain	  stuff	  in	  students’	  L1.	  
B	  [	  v	  	  ]	  no,	  it’s	  not.	  We	  have	  ESL	  pull	  out	  classes	  that	  help	  our	  students	  acquire	  the	  language	  used	  
in	  the	  lessons.	  
C	  [	  	  ]	  yes,	  but	  only	  students	  can	  use	  it.	  The	  teacher	  always	  uses	  the	  L2.	  
	  
6. Do	  the	  extra-­‐curricular	  activities	  take	  place	  in	  L1	  or	  L2	  or	  both?	  
A	  [	  v	  	  ]	  	  both	  
B	  [	  	  	  ]	  	  just	  L2	  
C	  [	  	  	  ]	  	  just	  L1	  
	  
7. Does	  your	  school	  support	  literacy	  skills	  in	  both	  of	  the	  languages?	  (listening,	  speaking,	  reading,	  
writing)	  
A	  [	  	  	  ]	  yes	  	  
B	  [	  v	  	  ]	  no,	  just	  in	  English	  
	  
8. Is	  language	  and	  content	  assessed	  and	  discussed	  in	  all	  classes?	  
	  
A	  [	  v	  ]	  yes,	  attention	  is	  paid	  by	  all	  of	  the	  subject	  and	  language	  teachers	  
B	  [	  	  	  ]	  	  no,	  we	  just	  assess	  content	  
C	  [	  	  	  ]	  	  we	  assess	  content	  and	  language	  separately	  
	  9. 	  	  What	   type	   of	   qualifications	   are	   required	   from	   the	   L2	   teachers.	  What	   additional	   training	   is	  
provided?	  
A	  [	  	  	  ]	  	  BA	  in	  integrated	  education	  /	  in	  a	  subject	  e.g.	  Biology	  
B	  [	  	  	  ]	  	  BA	  in	  bilingual	  education	  
C	  [	  	  	  ]	  	  MA	  in	  bilingual	  education	  
D	  [	  v	  ]	  	  BA	  or	  MA	  in	  a	  specific	  subject	  teaching	  
E	  [	  	  	  ]	  	  Cambridge	  TKT:	  CLIL	  test	  
F	  	  [	  	  	  ]	  	  TESOL	  (Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages)	  
G	  	  [	  	  	  ]	  	  Cambridge	  language	  proficiency	  examinations	  (FCE/CAE/CPE)	  
	  
10. 	  	  	  	  	  Are	  any	  of	  the	  following	  proficiency	  guidelines	  and	  rating	  scales	  applied	  by	  your	  school?	  
A	  [	  	  	  ]	  	  American	  Council	  on	  the	  Teaching	  of	  Foreign	  Languages	  (ACTFL)	  proficiency	  guidelines	  for	  
speaking	  and	  writing	  
B	  [	  	  	  ]	  	  Cambridge	  ESOL	  proficiency	  standards	  
C	  [	  	  	  ]	  	  Centre	  for	  Applied	  Linguistics	  (CAL)	  Oral	  Proficiency	  Exam	  and	  Student	  Oral	  Proficiency	  
Assessment	  Rating	  Scale	  
D	  [	  	  	  ]	  	  Common	  European	  Framework	  of	  Reference	  for	  Languages	  	  	  
E	  [	  	  	  ]	  	  School-­‐produced	  exemplars	  of	  written	  and	  videotaped	  work	  that	  has	  been	  mapped	  to	  
proficiency	  standards	  
F	  	  [	  	  	  ]	  	  Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages	  (TESOL)	  PreK-­‐12	  English	  Language	  
Proficiency	  Standards	  	  
G	  [	  v	  	  ]	  	  none	  of	  the	  above	  
	  
11. 	  Are	  any	  of	  the	  following	  frameworks	  /	  benchmarks	  followed	  by	  the	  school	  in	  order	  to	  obtain	  
feedback	  on	  the	  bilingual	  program?	  
Do	  you	  have:	  
Tick	  if	  your	  answer	  is	  ‘YES’	  
A	  	  [	  v	  	  ]	  	  staff	  meetings	  (at	  least	  once	  a	  month)	  	  	  
B	  	  [	  v	  	  ]	  	  lesson	  observations	  	  
C	  	  [	  v	  	  ]	  	  anonymous	  surveys	  	  	  
D	  	  [	  v	  	  ]	  	  self-­‐reflection	  and	  assessment	  frameworks	  	  
E	  	  [	  v	  	  ]	  	  one-­‐to-­‐one	  and	  group	  meetings	  and	  correspondence	  with	  students,	  parents,	  staff	  
and/or	  stakeholders	  
F	  	  [	  	  	  ]	  	  database	  of	  student	  grades	  over	  several	  years	  
G	  	  [	  v	  ]	  	  curriculum	  expectations/goals/outcomes	  set	  	  	  
H	  	  [	  	  	  ]	  	  key	  performance	  indicators	  (KPI)	  
I	  	  [	  v	  	  ]	  	  internationally	  recognized	  examinations;	  	  
J	  	  [	  	  	  ]	  	  league	  labels;	  	  
K	  	  [	  v	  	  ]	  	  audits	  and	  inspections	  
	  
	  
	  
	  
Appendix	  4	  	  
Trento,	  Scuola	  SANZIO	  –	  	  Italy	  	  
Questionnaire	  answered	  by	  Ms	  Antonella	  Tomasi	  The	  Bilingual	  Classes	  Coordinator.	  
01. Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
A	  [	  v	  	  ]	  	  yes,	  it	  is	  combined	  with	  our	  national	  curriculum	  
B	  [	  	  	  ]	  yes,	  we	  use	  one	  international	  curriculum	  
C	  [	  	  	  ]	  no	  
	  02. 	  	  	  	  	  	  In	  what	  ways	  is	  the	  effectiveness	  of	  the	  curriculum	  measured?	  
A	  [	  	  	  ]	  our	  school	  has	  its	  own	  assessment	  policy	  in	  regards	  to	  the	  education	  program,	  developed	  by	  
the	  head	  teacher	  and	  bilingual	  program	  coordinators	  and	  teachers.	  
B	  [	  v	  	  ]	  our	  school	  is	  authorized	  by	  an	  external	  institution	  /	  body	  that	  provides	  us	  with	  all	  
necessary	  to	  fulfill	  assessment	  and	  evaluation	  criteria.	  
C	  [	  	  	  ]	  our	  school	  participates	  in	  a	  Project	  that	  guides	  us	  towards	  effective	  education	  and	  provides	  
with	  various	  materials,	  such	  as	  student	  tests,	  assessment	  criteria,	  etc.	  	  
D	  [	  	  	  ]	  our	  school	  does	  not	  have	  any	  specific	  assessment	  or	  evaluation	  policy.	  	  
	  
03. 	  	  	  	  	  	  In	  what	  ways	  is	  the	  academic	  achievement	  measured?	  
A	  [	  	  	  ]	  	  Our	  students	  are	  tested	  to	  check	  their	  overall	  knowledge	  of	  language	  and	  content,	  mainly	  in	  
a	  form	  of	  a	  written	  test	  at	  the	  end	  of	  a	  Module	  or	  school	  term.	  
B	  [	  	  	  ]	  	  there	  are	  variety	  of	  tools	  used,	  e.g.	  diagnostic,	  formative	  and	  summative	  assessments.	  
C	  [	  v	  	  ]	  	  we	  measure	  oral	  and	  written	  work	  of	  our	  students	  at	  different	  times	  of	  year.	  
D	  [	  	  	  ]	  	  a	  range	  of	  formative	  and	  summative	  assessment	  forms	  are	  used	  in	  accordance	  with	  the	  
international	  exams	  we	  provide.	  
	  
04. 	  	  	  	  What	  is	  the	  percentage	  of	  time	  spent	  on	  L1	  and	  L2	  on	  each	  level	  of	  education?	  	  
A	  [	  	  	  ]	  maximum	  50%	  of	  time	  id	  devoted	  to	  second	  language	  learning,	  and	  that	  includes	  ESL	  
classes,	  and	  bilingual	  classes.	  
B	  [	  	  	  ]	  	  100%	  of	  time	  is	  devoted	  to	  English	  only.	  
C	  [	  	  	  ]	  	  10%	  is	  devoted	  to	  ESL,	  10%	  to	  students’	  first	  language	  and	  the	  rest	  of	  time	  to	  students’	  
second	  language	  (English)	  
D	  [	  v	  ]	  	  other	  
05. 	  	  Is	  students’	  home	  language	  used	  during	  the	  lessons	  conducted	  in	  their	  L2	  or	  only	  outside	  of	  
this	  time?	  	  
A	  [	  	  	  ]	  to	  some	  extend	  yes,	  especially	  when	  children	  need	  clarification.	  Teacher	  can	  then	  translate	  
or	  explain	  certain	  stuff	  in	  students’	  L1.	  
B	  [	  	  	  ]	  no,	  it’s	  not.	  We	  have	  ESL	  pull	  out	  classes	  that	  help	  our	  students	  acquire	  the	  language	  used	  in	  
the	  lessons.	  
C	  [	  v	  ]	  yes,	  but	  only	  students	  can	  use	  it.	  The	  teacher	  always	  uses	  the	  L2.	  
	  
06. 	  	  Do	  the	  extra-­‐curricular	  activities	  take	  place	  in	  L1	  or	  L2	  or	  both?	  Name	  the	  activities	  and	  the	  
languages.	  
A	  [	  v	  ]	  	  both	  
B	  [	  	  	  ]	  	  just	  L2	  
C	  [	  	  	  ]	  	  just	  L1	  
	  
07. 	  	  Does	  your	  school	  support	  literacy	  skills	  in	  both	  of	  the	  languages?	  (	  listening,	  speaking,	  
reading,	  writing)	  	  
A	  [	  v	  ]	  yes	  	  
B	  [	  	  	  ]	  no,	  just	  in	  English	  
	  
08. 	  	  Is	  language	  and	  content	  assessed	  and	  discussed	  in	  all	  classes?	  
A	  [	  v	  	  ]	  yes,	  attention	  is	  paid	  by	  all	  of	  the	  subject	  and	  language	  teachers	  
B	  [	  	  	  ]	  	  no,	  we	  just	  assess	  content	  
C	  [	  	  	  ]	  	  we	  assess	  content	  and	  language	  separately	  
	  
09. 	  	  	  	  What	   type	  of	   qualifications	   are	   required	   from	   the	   L2	   teachers.	  What	   additional	   training	   is	  
provided?	  
A	  [	  	  	  ]	  	  BA	  in	  integrated	  education	  /	  in	  a	  subject	  e.g.	  Biology	  
B	  [	  	  	  ]	  	  BA	  in	  bilingual	  education	  
C	  [	  	  	  ]	  	  MA	  in	  bilingual	  education	  
D	  [	  v	  	  ]	  	  BA	  or	  MA	  in	  a	  specific	  subject	  teaching	  
E	  [	  	  	  ]	  	  Cambridge	  TKT:	  CLIL	  test	  
F	  	  [	  v	  	  ]	  	  TESOL	  (Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages)	  
G	  	  [	  v	  	  ]	  	  Cambridge	  language	  proficiency	  examinations	  (FCE/CAE/CPE)	  
	  
10. 	  	  	  	  	  	  	  	  Are	  any	  of	  the	  following	  proficiency	  guidelines	  and	  rating	  scales	  applied	  by	  your	  school?	  
A	  [	  	  	  ]	  	  American	  Council	  on	  the	  Teaching	  of	  Foreign	  Languages	  (ACTFL)	  proficiency	  guidelines	  for	  
speaking	  and	  writing	  
B	  [	  	  	  ]	  	  Cambridge	  ESOL	  proficiency	  standards	  
C	  [	  	  	  ]	  	  Centre	  for	  Applied	  Linguistics	  (CAL)	  Oral	  Proficiency	  Exam	  and	  Student	  Oral	  Proficiency	  
Assessment	  Rating	  Scale	  
D	  [	  v	  ]	  	  Common	  European	  Framework	  of	  Reference	  for	  Languages	  	  	  
E	  [	  v	  ]	  	  School-­‐produced	  exemplars	  of	  written	  and	  videotaped	  work	  that	  has	  been	  mapped	  to	  
proficiency	  standards	  
F	  	  [	  	  	  ]	  	  Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages	  (TESOL)	  PreK-­‐12	  English	  Language	  
Proficiency	  Standards	  	  
G	  [	  	  	  ]	  	  none	  of	  the	  above	  
	  
11. 	  	  	  Are	  any	  of	  the	  following	  frameworks	  /	  benchmarks	  followed	  by	  the	  school	  in	  order	  to	  obtain	  
feedback	  on	  the	  bilingual	  program?	  
Do	  you	  have:	  
Tick	  if	  your	  answer	  is	  ‘YES’	  
A	  	  [	  v	  	  ]	  	  staff	  meetings	  (at	  least	  once	  a	  month)	  	  	  
B	  	  [	  	  v	  ]	  	  lesson	  observations	  	  
C	  	  [	  	  	  ]	  	  anonymous	  surveys	  	  	  
D	  	  [	  v	  ]	  	  self-­‐reflection	  and	  assessment	  frameworks	  	  
E	  	  [	  v	  	  ]	  	  one-­‐to-­‐one	  and	  group	  meetings	  and	  correspondence	  with	  students,	  parents,	  staff	  
and/or	  stakeholders	  
F	  	  [	  	  	  ]	  	  database	  of	  student	  grades	  over	  several	  years	  
G	  	  [	  v	  	  ]	  	  curriculum	  expectations/goals/outcomes	  set	  	  	  
H	  	  [	  	  	  ]	  	  key	  performance	  indicators	  (KPI)	  
I	  	  [	  	  	  ]	  	  internationally	  recognized	  examinations	  
J	  	  [	  	  	  ]	  	  league	  labels	  
K	  	  [	  	  v	  ]	  	  audits	  and	  inspections	  
	  
	  
	  
	  
	  
	  
	  
Appendix	  5	  	  
Catholic	  Primary	  School	  -­‐	  Colegio	  "Ramón	  Izquierdo"	  -­‐	  Badajoz,	  Spain	  
Questionnaire	  answered	  by	  Mr	  Carlos	  Arribas	  The	  Coordinador	  Sección	  Bilingüe	  
	  
01. 	  	  	  	  	  	  Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
A	  [	  v	  ]	  	  yes,	  it	  is	  combined	  with	  our	  national	  curriculum	  
B	  [	  	  	  ]	  yes,	  we	  use	  one	  international	  curriculum	  
C	  [	  	  	  ]	  no	  
	  
02. 	  	  	  	  	  	  In	  what	  ways	  is	  the	  effectiveness	  of	  the	  curriculum	  measured?	  
A	  [	  	  	  ]	  our	  school	  has	  its	  own	  assessment	  policy	  in	  regards	  to	  the	  education	  program,	  developed	  by	  
the	  head	  teacher	  and	  bilingual	  program	  coordinators	  and	  teachers.	  
B	  [	  	  	  ]	  our	  school	  is	  authorized	  by	  an	  external	  institution	  /	  body	  that	  provides	  us	  with	  all	  necessary	  
to	  fulfill	  assessment	  and	  evaluation	  criteria.	  
C	  [	  v	  ]	  our	  school	  participates	  in	  a	  Project	  that	  guides	  us	  towards	  effective	  education	  and	  provides	  
with	  various	  materials,	  such	  as	  student	  tests,	  assessment	  criteria,	  etc.	  	  
D	  [	  	  	  ]	  our	  school	  does	  not	  have	  any	  specific	  assessment	  or	  evaluation	  policy.	  	  
	  
03. 	  	  	  In	  what	  ways	  is	  the	  academic	  achievement	  measured?	  
A	  [	  	  	  ]	  	  Our	  students	  are	  tested	  to	  check	  their	  overall	  knowledge	  of	  language	  and	  content,	  mainly	  in	  
a	  form	  of	  a	  written	  test	  at	  the	  end	  of	  a	  Module	  or	  school	  term.	  
B	  [	  	  	  ]	  	  there	  are	  variety	  of	  tools	  used,	  e.g.	  diagnostic,	  formative	  and	  summative	  assessments.	  
C	  [	  	  	  ]	  	  we	  measure	  oral	  and	  written	  work	  of	  our	  students	  at	  different	  times	  of	  year.	  
D	  [	  v	  ]	  	  a	  range	  of	  formative	  and	  summative	  assessment	  forms	  are	  used	  in	  accordance	  with	  the	  
international	  exams	  we	  provide.	  
	  
04. 	  	  What	  is	  the	  percentage	  of	  time	  spent	  on	  L1	  and	  L2	  on	  each	  level	  of	  education?	  	  
A	  [	  v	  ]	  maximum	  50%	  of	  time	  id	  devoted	  to	  second	  language	  learning,	  and	  that	  includes	  ESL	  
classes,	  and	  bilingual	  classes.	  
B	  [	  	  	  ]	  	  100%	  of	  time	  is	  devoted	  to	  English	  only.	  
C	  [	  	  	  ]	  	  10%	  is	  devoted	  to	  ESL,	  10%	  to	  students’	  first	  language	  and	  the	  rest	  of	  time	  to	  students’	  
second	  language	  (English)	  
D	  [	  	  	  ]	  	  other	  
05. 	  Is	  students’	  home	  language	  used	  during	  the	  lessons	  conducted	  in	  their	  L2	  or	  only	  outside	  of	  
this	  time?	  	  
A	  [	  	  	  ]	  to	  some	  extend	  yes,	  especially	  when	  children	  need	  clarification.	  Teacher	  can	  then	  translate	  
or	  explain	  certain	  stuff	  in	  students’	  L1.	  
B	  [	  	  	  ]	  no,	  it’s	  not.	  We	  have	  ESL	  pull	  out	  classes	  that	  help	  our	  students	  acquire	  the	  language	  used	  in	  
the	  lessons.	  
C	  [	  v	  ]	  yes,	  but	  only	  students	  can	  use	  it.	  The	  teacher	  always	  uses	  the	  L2.	  
	  
06. 	  	  	  	  Do	  the	  extra-­‐curricular	  activities	  take	  place	  in	  L1	  or	  L2	  or	  both?	  Name	  the	  activities	  and	  the	  
languages.	  
A	  [	  v	  ]	  	  both	  
B	  [	  	  	  ]	  	  just	  L2	  
C	  [	  	  	  ]	  	  just	  L1	  
	  
07. 	  	  	  	  Does	  your	  school	  support	  literacy	  skills	  in	  both	  of	  the	  languages?	  (listening,	  speaking,	  
reading,	  writing)	  	  
A	  [	  v	  ]	  yes	  	  
B	  [	  	  	  ]	  no,	  just	  in	  English	  
	  
08. 	  	  	  	  Is	  language	  and	  content	  assessed	  and	  discussed	  in	  all	  classes?	  
A	  [	  v	  ]	  yes,	  attention	  is	  paid	  by	  all	  of	  the	  subject	  and	  language	  teachers	  
B	  [	  	  	  ]	  	  no,	  we	  just	  assess	  content	  
C	  [	  	  	  ]	  	  we	  assess	  content	  and	  language	  separately	  
	  
09. 	  What	   type	   of	   qualifications	   are	   required	   from	   the	   L2	   teachers.	   What	   additional	   training	   is	  
provided?	  
A	  [	  	  	  ]	  	  BA	  in	  integrated	  education	  /	  in	  a	  subject	  e.g.	  Biology	  
B	  [	  	  	  ]	  	  BA	  in	  bilingual	  education	  
C	  [	  v	  ]	  	  MA	  in	  bilingual	  education	  
D	  [	  v	  ]	  	  BA	  or	  MA	  in	  a	  specific	  subject	  teaching	  
E	  [	  v	  ]	  	  Cambridge	  TKT:	  CLIL	  test	  
F	  	  [	  v	  ]	  	  TESOL	  (Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages)	  
G	  	  [	  v	  ]	  	  Cambridge	  language	  proficiency	  examinations	  (FCE/CAE/CPE)	  
	  
10. 	  	  	  	  	  	  	  	  Are	  any	  of	  the	  following	  proficiency	  guidelines	  and	  rating	  scales	  applied	  by	  your	  school?	  
A	  [	  	  	  ]	  	  American	  Council	  on	  the	  Teaching	  of	  Foreign	  Languages	  (ACTFL)	  proficiency	  guidelines	  for	  
speaking	  and	  writing	  
B	  [	  	  	  ]	  	  Cambridge	  ESOL	  proficiency	  standards	  
C	  [	  	  	  ]	  	  Centre	  for	  Applied	  Linguistics	  (CAL)	  Oral	  Proficiency	  Exam	  and	  Student	  Oral	  Proficiency	  
Assessment	  Rating	  Scale	  
D	  [	  v	  	  ]	  	  Common	  European	  Framework	  of	  Reference	  for	  Languages	  	  	  
E	  [	  	  	  ]	  	  School-­‐produced	  exemplars	  of	  written	  and	  videotaped	  work	  that	  has	  been	  mapped	  to	  
proficiency	  standards	  
F	  	  [	  	  	  ]	  	  Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages	  (TESOL)	  PreK-­‐12	  English	  Language	  
Proficiency	  Standards	  	  
G	  [	  	  	  ]	  	  none	  of	  the	  above	  
	  
11. 	  	  	  Are	  any	  of	  the	  following	  frameworks	  /	  benchmarks	  followed	  by	  the	  school	  in	  order	  to	  obtain	  
feedback	  on	  the	  bilingual	  program?	  
Do	  you	  have:	  
Tick	  if	  your	  answer	  is	  ‘YES’	  
A	  	  [	  v	  ]	  	  staff	  meetings	  (at	  least	  once	  a	  month)	  	  	  
B	  	  [	  v	  ]	  	  lesson	  observations	  	  
C	  	  [	  	  	  ]	  	  anonymous	  surveys	  	  	  
D	  	  [	  v	  ]	  	  self-­‐reflection	  and	  assessment	  frameworks	  	  
E	  	  [	  v	  ]	  	  one-­‐to-­‐one	  and	  group	  meetings	  and	  correspondence	  with	  students,	  parents,	  
staff	  and/or	  stakeholders	  
F	  	  [	  v	  ]	  	  database	  of	  student	  grades	  over	  several	  years	  
G	  	  [	  	  v	  ]	  	  curriculum	  expectations/goals/outcomes	  set	  	  	  
H	  	  [	  v	  ]	  	  key	  performance	  indicators	  (KPI)	  
I	  	  [	  	  	  ]	  	  internationally	  recognized	  examinations	  
J	  	  [	  	  	  ]	  	  league	  labels	  
K	  	  [	  v	  ]	  	  audits	  and	  inspections	  
	  
	  
	  
	  
Appendix	  6	  	  
Schola	  Europea,	  Bergen,	  Holland	  
Questionnaire	  answered	  by	  Dr	  Steve	  Lewis,	  The	  Director	  of	  the	  School	  
	  
01. Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
A	  [	  	  	  ]	  	  yes,	  it	  is	  combined	  with	  our	  national	  curriculum	  
B	  [	  x	  ]	  yes,	  we	  use	  one	  international	  curriculum	  
C	  [	  	  	  ]	  no	  
	  
02. 	  In	  what	  ways	  is	  the	  effectiveness	  of	  the	  curriculum	  measured?	  
A	  [	  	  	  ]	  our	  school	  has	  its	  own	  assessment	  policy	  in	  regards	  to	  the	  education	  program,	  developed	  
by	  the	  head	  teacher	  and	  bilingual	  program	  coordinators	  and	  teachers.	  
B	  [	  x	  ]	  our	  school	  is	  authorized	  by	  an	  external	  institution	  /	  body	  that	  provides	  us	  with	  all	  
necessary	  to	  fulfill	  assessment	  and	  evaluation	  criteria.	  
C	  [	  	  	  ]	  our	  school	  participates	  in	  a	  Project	  that	  guides	  us	  towards	  effective	  education	  and	  
provides	  with	  various	  materials,	  such	  as	  student	  tests,	  assessment	  criteria,	  etc.	  	  
D	  [	  	  	  ]	  our	  school	  does	  not	  have	  any	  specific	  assessment	  or	  evaluation	  policy.	  	  
	  
03. 	  	  In	  what	  ways	  is	  the	  academic	  achievement	  measured?	  
A	  [	  	  	  ]	  	  Our	  students	  are	  tested	  to	  check	  their	  overall	  knowledge	  of	  language	  and	  content,	  
mainly	  in	  a	  form	  of	  a	  written	  test	  at	  the	  end	  of	  a	  Module	  or	  school	  term.	  
B	  [	  	  	  ]	  	  there	  are	  variety	  of	  tools	  used,	  e.g.	  diagnostic,	  formative	  and	  summative	  assessments.	  
C	  [	  	  	  ]	  	  we	  measure	  oral	  and	  written	  work	  of	  our	  students	  at	  different	  times	  of	  year.	  
D	  [	  x	  ]	  	  a	  range	  of	  formative	  and	  summative	  assessment	  forms	  are	  used	  in	  accordance	  with	  the	  
international	  exams	  we	  provide.	  
	  
04. 	  	  What	  is	  the	  percentage	  of	  time	  spent	  on	  L1	  and	  L2	  on	  each	  level	  of	  education?	  	  
A	  [	  	  	  ]	  maximum	  50%	  of	  time	  id	  devoted	  to	  second	  language	  learning,	  and	  that	  includes	  ESL	  
classes,	  and	  bilingual	  classes.	  
B	  [	  	  	  ]	  	  100%	  of	  time	  is	  devoted	  to	  English	  only.	  
C	  [	  	  	  ]	  	  10%	  is	  devoted	  to	  ESL,	  10%	  to	  students’	  first	  language	  and	  the	  rest	  of	  time	  to	  students’	  
second	  language	  (English)	  
D	  [	  x	  ]	  	  other	  
05. 	  	  Is	  students’	  home	  language	  used	  during	  the	  lessons	  conducted	  in	  their	  L2	  or	  only	  outside	  of	  
this	  time?	  	  
A	  [	  	  	  ]	  to	  some	  extend	  yes,	  especially	  when	  children	  need	  clarification.	  Teacher	  can	  then	  
translate	  or	  explain	  certain	  stuff	  in	  students’	  L1.	  
B	  [	  x	  ]	  no,	  it’s	  not.	  We	  have	  ESL	  pull	  out	  classes	  that	  help	  our	  students	  acquire	  the	  language	  
used	  in	  the	  lessons.	  
C	  [	  	  	  ]	  yes,	  but	  only	  students	  can	  use	  it.	  The	  teacher	  always	  uses	  the	  L2.	  
	  
06. 	  	  Do	  the	  extra-­‐curricular	  activities	  take	  place	  in	  L1	  or	  L2	  or	  both?	  Name	  the	  activities	  and	  the	  
languages.	  
A	  [	  x	  ]	  	  both	  
B	  [	  	  	  ]	  	  just	  L2	  
C	  [	  	  	  ]	  	  just	  L1	  
	  
07. 	  	  Does	  your	  school	  support	  literacy	  skills	  in	  both	  of	  the	  languages?	  (listening,	  speaking,	  reading,	  
writing)	  	  
A	  [	  x	  ]	  yes	  	  
B	  [	  	  	  ]	  no,	  just	  in	  English	  
	  
08. 	  	  Is	  language	  and	  content	  assessed	  and	  discussed	  in	  all	  classes?	  
A	  [	  	  	  ]	  yes,	  attention	  is	  paid	  by	  all	  of	  the	  subject	  and	  language	  teachers	  
B	  [	  	  	  ]	  	  no,	  we	  just	  assess	  content	  
C	  [	  x	  ]	  	  we	  assess	  content	  and	  language	  separately	  
	  
09. What	   type	   of	   qualifications	   are	   required	   from	   the	   L2	   teachers.	   What	   additional	   training	   is	  
provided?	  
A	  [	  	  	  ]	  	  BA	  in	  integrated	  education	  /	  in	  a	  subject	  e.g.	  Biology	  
B	  [	  	  	  ]	  	  BA	  in	  bilingual	  education	  
C	  [	  	  	  ]	  	  MA	  in	  bilingual	  education	  
D	  [	  x	  ]	  	  BA	  or	  MA	  in	  a	  specific	  subject	  teaching	  
E	  [	  	  	  ]	  	  Cambridge	  TKT:	  CLIL	  test	  
F	  	  [	  	  	  ]	  	  TESOL	  (Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages)	  
G	  	  [	  	  	  ]	  	  Cambridge	  language	  proficiency	  examinations	  (FCE/CAE/CPE)	  
	  
10. 	  	  	  Are	  any	  of	  the	  following	  proficiency	  guidelines	  and	  rating	  scales	  applied	  by	  your	  school?	  
A	  [	  	  	  ]	  	  American	  Council	  on	  the	  Teaching	  of	  Foreign	  Languages	  (ACTFL)	  proficiency	  guidelines	  for	  
speaking	  and	  writing	  
B	  [	  	  	  ]	  	  Cambridge	  ESOL	  proficiency	  standards	  
C	  [	  	  	  ]	  	  Centre	  for	  Applied	  Linguistics	  (CAL)	  Oral	  Proficiency	  Exam	  and	  Student	  Oral	  Proficiency	  
Assessment	  Rating	  Scale	  
D	  [	  x	  ]	  	  Common	  European	  Framework	  of	  Reference	  for	  Languages	  	  	  
E	  [	  	  	  ]	  	  School-­‐produced	  exemplars	  of	  written	  and	  videotaped	  work	  that	  has	  been	  mapped	  to	  
proficiency	  standards	  
F	  	  [	  	  	  ]	  	  Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages	  (TESOL)	  PreK-­‐12	  English	  Language	  
Proficiency	  Standards	  	  
G	  [	  	  	  ]	  	  none	  of	  the	  above	  
11. 	  	  	  Are	  any	  of	  the	  following	  frameworks	  /	  benchmarks	  followed	  by	  the	  school	  in	  order	  to	  obtain	  
feedback	  on	  the	  bilingual	  program?	  
Do	  you	  have:	  
Tick	  if	  your	  answer	  is	  ‘YES’	  
A	  	  [	  	  	  ]	  	  staff	  meetings	  (at	  least	  once	  a	  month)	  	  	  
B	  	  [	  x	  ]	  	  lesson	  observations	  	  
C	  	  [	  	  	  ]	  	  anonymous	  surveys	  	  	  
D	  	  [	  x	  ]	  	  self-­‐reflection	  and	  assessment	  frameworks	  	  
E	  	  [	  x	  ]	  	  one-­‐to-­‐one	  and	  group	  meetings	  and	  correspondence	  with	  students,	  parents,	  staff	  
and/or	  stakeholders	  
F	  	  [	  	  	  ]	  	  database	  of	  student	  grades	  over	  several	  years	  
G	  	  [	  x	  ]	  	  curriculum	  expectations/goals/outcomes	  set	  	  	  
H	  	  [	  	  	  ]	  	  key	  performance	  indicators	  (KPI)	  
I	  	  [	  	  	  ]	  	  internationally	  recognized	  examinations	  
J	  	  [	  	  	  ]	  	  league	  labels	  
K	  	  [	  	  	  ]	  	  audits	  and	  inspections	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  	  
	  
	  
	  
	  
	  
	  
	  
	  
Appendix	  7	  	  
Primary	  School	  in	  Wołów,	  Poland	  
Questionnaire	  answered	  by	  Ms	  Iwona	  Świątek,	  The	  Director	  of	  the	  School.	  
	  
1. Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
A	  [	  x	  ]	  	  yes,	  it	  is	  combined	  with	  our	  national	  curriculum	  
B	  [	  	  	  ]	  yes,	  we	  use	  one	  international	  curriculum	  
C	  [	  	  	  ]	  no	  
	  
2. In	  what	  ways	  is	  the	  effectiveness	  of	  the	  curriculum	  measured?	  
A	  [	  x	  ]	  our	  school	  has	  its	  own	  assessment	  policy	  in	  regards	  to	  the	  education	  program,	  
developed	  by	  the	  head	  teacher	  and	  bilingual	  program	  coordinators	  and	  teachers.	  
B	  [	  	  	  ]	  our	  school	  is	  authorized	  by	  an	  external	  institution	  /	  body	  that	  provides	  us	  with	  all	  
necessary	  to	  fulfill	  assessment	  and	  evaluation	  criteria.	  
C	  [	  	  	  ]	  our	  school	  participates	  in	  a	  Project	  that	  guides	  us	  towards	  effective	  education	  and	  
provides	  with	  various	  materials,	  such	  as	  student	  tests,	  assessment	  criteria,	  etc.	  	  
D	  [	  	  	  ]	  our	  school	  does	  not	  have	  any	  specific	  assessment	  or	  evaluation	  policy.	  	  
	  
3. 	  	  In	  what	  ways	  is	  the	  academic	  achievement	  measured?	  
A	  [	  	  	  ]	  	  Our	  students	  are	  tested	  to	  check	  their	  overall	  knowledge	  of	  language	  and	  content,	  
mainly	  in	  a	  form	  of	  a	  written	  test	  at	  the	  end	  of	  a	  Module	  or	  school	  term.	  
B	  [	  	  	  ]	  	  there	  are	  variety	  of	  tools	  used,	  e.g.	  diagnostic,	  formative	  and	  summative	  assessments.	  
C	  [	  x	  ]	  	  we	  measure	  oral	  and	  written	  work	  of	  our	  students	  at	  different	  times	  of	  year.	  
D	  [	  	  	  ]	  	  a	  range	  of	  formative	  and	  summative	  assessment	  forms	  are	  used	  in	  accordance	  with	  the	  
international	  exams	  we	  provide.	  
	  
4. 	  	  What	  is	  the	  percentage	  of	  time	  spent	  on	  L1	  and	  L2	  on	  each	  level	  of	  education?	  	  
A	  [	  x	  ]	  maximum	  50%	  of	  time	  id	  devoted	  to	  second	  language	  learning,	  and	  that	  includes	  ESL	  
classes,	  and	  bilingual	  classes.	  
B	  [	  	  	  ]	  	  100%	  of	  time	  is	  devoted	  to	  English	  only.	  
C	  [	  	  	  ]	  	  10%	  is	  devoted	  to	  ESL,	  10%	  to	  students’	  first	  language	  and	  the	  rest	  of	  time	  to	  students’	  
second	  language	  (English)	  
D	  [	  	  	  ]	  	  other	  
	  
5. 	  	  Is	  students’	  home	  language	  used	  during	  the	  lessons	  conducted	  in	  their	  L2	  or	  only	  outside	  of	  
this	  time?	  	  
A	  [	  x	  ]	  to	  some	  extend	  yes,	  especially	  when	  children	  need	  clarification.	  Teacher	  can	  then	  
translate	  or	  explain	  certain	  stuff	  in	  students’	  L1.	  
B	  [	  	  	  ]	  no,	  it’s	  not.	  We	  have	  ESL	  pull	  out	  classes	  that	  help	  our	  students	  acquire	  the	  language	  
used	  in	  the	  lessons.	  
C	  [	  	  	  ]	  yes,	  but	  only	  students	  can	  use	  it.	  The	  teacher	  always	  uses	  the	  L2.	  
	  6. 	  Do	  the	  extra-­‐curricular	  activities	  take	  place	  in	  L1	  or	  L2	  or	  both?	  Name	  the	  activities	  and	  the	  
languages.	  
A	  [	  x	  ]	  	  both	  
B	  [	  	  	  ]	  	  just	  L2	  
C	  [	  	  	  ]	  	  just	  L1	  
	  
7. 	  Does	  your	  school	  support	  literacy	  skills	  in	  both	  of	  the	  languages?	  (listening,	  speaking,	  reading,	  
writing)	  	  
A	  [	  x	  ]	  yes	  	  
B	  [	  	  	  ]	  no,	  just	  in	  English	  
	  
8. 	  Is	  language	  and	  content	  assessed	  and	  discussed	  in	  all	  classes?	  
A	  [	  	  	  ]	  yes,	  attention	  is	  paid	  by	  all	  of	  the	  subject	  and	  language	  teachers	  
B	  [	  	  	  ]	  	  no,	  we	  just	  assess	  content	  
C	  [	  x	  ]	  	  we	  assess	  content	  and	  language	  separately	  
	  
9. 	  What	   type	   of	   qualifications	   are	   required	   from	   the	   L2	   teachers.	   What	   additional	   training	   is	  
provided?	  
A	  [	  	  	  ]	  	  BA	  in	  integrated	  education	  /	  in	  a	  subject	  e.g.	  Biology	  
B	  [	  	  	  ]	  	  BA	  in	  bilingual	  education	  
C	  [	  	  	  ]	  	  MA	  in	  bilingual	  education	  
D	  [	  x	  ]	  	  BA	  or	  MA	  in	  a	  specific	  subject	  teaching	  
E	  [	  	  	  ]	  	  Cambridge	  TKT:	  CLIL	  test	  
F	  	  [	  	  	  ]	  	  TESOL	  (Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages)	  
G	  	  [	  	  	  ]	  	  Cambridge	  language	  proficiency	  examinations	  (FCE/CAE/CPE)	  
	  10. 	  	  Are	  any	  of	  the	  following	  proficiency	  guidelines	  and	  rating	  scales	  applied	  by	  your	  school?	  
A	  [	  	  	  ]	  	  American	  Council	  on	  the	  Teaching	  of	  Foreign	  Languages	  (ACTFL)	  proficiency	  guidelines	  for	  
speaking	  and	  writing	  
B	  [	  	  	  ]	  	  Cambridge	  ESOL	  proficiency	  standards	  
C	  [	  	  	  ]	  	  Centre	  for	  Applied	  Linguistics	  (CAL)	  Oral	  Proficiency	  Exam	  and	  Student	  Oral	  Proficiency	  
Assessment	  Rating	  Scale	  
D	  [	  x	  ]	  	  Common	  European	  Framework	  of	  Reference	  for	  Languages	  	  	  
E	  [	  	  	  ]	  	  School-­‐produced	  exemplars	  of	  written	  and	  videotaped	  work	  that	  has	  been	  mapped	  to	  
proficiency	  standards	  
F	  	  [	  	  	  ]	  	  Teachers	  of	  English	  to	  Speakers	  of	  Other	  Languages	  (TESOL)	  PreK-­‐12	  English	  Language	  
Proficiency	  Standards	  	  
G	  [	  	  	  ]	  	  none	  of	  the	  above	  
	  
11. 	  	  	  	  Are	  any	  of	  the	  following	  frameworks	  /	  benchmarks	  followed	  by	  the	  school	  in	  order	  to	  obtain	  
feedback	  on	  the	  bilingual	  program?	  
Do	  you	  have:	  
Tick	  if	  your	  answer	  is	  ‘YES’	  
A	  	  [	  x	  ]	  	  staff	  meetings	  (at	  least	  once	  a	  month)	  	  	  
B	  	  [	  b	  ]	  	  lesson	  observations	  	  
C	  	  [	  	  	  ]	  	  anonymous	  surveys	  	  	  
D	  	  [	  	  	  ]	  	  self-­‐reflection	  and	  assessment	  frameworks	  	  
E	  	  [	  x	  ]	  	  one-­‐to-­‐one	  and	  group	  meetings	  and	  correspondence	  with	  students,	  parents,	  staff	  
and/or	  stakeholders	  
F	  	  [	  x	  ]	  	  database	  of	  student	  grades	  over	  several	  years	  
G	  	  [	  	  	  ]	  	  curriculum	  expectations/goals/outcomes	  set	  	  	  
H	  	  [	  x	  ]	  	  key	  performance	  indicators	  (KPI)	  
I	  	  [	  x	  ]	  	  internationally	  recognized	  examinations	  
J	  	  [	  	  	  ]	  	  league	  labels	  
K	  	  [	  x	  ]	  	  audits	  and	  inspections	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  
	  	  
	  
	  
	  
Appendix	  8	  
	  Wroclaw	  International	  School,	  Wroclaw,	  Poland	  
CASE	  STUDY	  
Wroclaw	   International	   School	   is	   a	   private	   school	   for	   Polish	   and	   also	   foreign	   pupils	   living	   in	  
Wrocław,	  Poland.	  It	   is	  an	  IB	  World	  School.	  This	   is	  the	  first	  school	   in	  Poland	  authorized	  to	  deliver	  
both	   the	   Primary	   Years	   (PYP)	   and	  Middle	   Years	   (MYP)	   programmes.	   As	   an	   IB	   school,	   it	   aims	   to	  
foster	   international	  mindedness,	   supporting	  active	  participation	   in	  a	   community	   life	  and	  also	   to	  
support	  the	  students	  to	  gain	  an	  understanding	  of	  the	  global	  impact	  their	  actions	  have	  in	  the	  world	  
as	   well	   as	   practice	   values	   that	   have	   impact	   on	   their	   lives	   as	   well	   as	   the	   lives	   of	   others,	   the	  
environment	  and	  the	  world	  we	  live	  in.	  
This	   school	   has	   a	   dedicated,	   ‘international’	   team	   of	   teaching	   and	   non-­‐teaching	   staff	   who	   are	  
committed	   to	   deliver	   a	   dynamic	   curriculum.	   To	   ensure	   that	   the	   students	   are	   gaining	   the	   best	  
possible	  education,	  as	   required	  by	   the	   IBO,	  all	   teachers	  are	   trained	   to	  deliver	  either	   the	  PYP	  or	  
MYP.	  
At	  WIS	  students	  are	  encouraged	  to	  think	  critically	  and	  learning	  is	  seen	  as	  a	  life-­‐long	  process.	  This	  
school’s	  policy	  is	  a	  balanced	  education	  that	  meets	  each	  student’s	  needs.	  Students	  are	  supported	  
in	  developing	  to	  their	  highest	  potential	  academically,	  physically,	  socially,	  and	  emotionally.	  
Several	   international	   organizations	   monitor	   the	   quality	   of	   programs	   and	   teaching	   at	   Wroclaw	  
International	  School:	  
• the	  International	  Baccalaureate	  Organization.	  	  
‘In	  December	  2010,	  WIS	  became	  a	  fully	  authorised	  school	  for	  the	  Primary	  Years	  Programme	  and	  
the	  Middle	   Years	   Programme	   of	   the	   International	   Baccalaureate	   and	   in	  May	   2011	   we	   got	   the	  
authorization	  as	  an	  IB	  World	  School.	  At	  the	  moment	  we	  have	  a	  candidate	  status	  for	  IB	  Diploma.	  IB	  
World	   Schools	  share	   a	   common	   philosophy	   –	   a	   commitment	   to	   high	   quality,	   challenging,	  
international	  education	  that	  Wroclaw	  International	  School	  believes	  is	  important	  for	  our	  students.	  
Only	  schools	  authorized	  by	  the	  International	  Baccalaureate	  as	   IB	  World	  Schools	  can	  offer	  any	  of	  
its	   three	  academic	  programmes:	   the	  Primary	  Years	  Programme	   (PYP),	  Middle	  Years	  Programme	  
(MYP),	  or	  the	  Diploma	  Programme	  (DP).’	  Read	  more:	  www.ibo.org	  
• European	  Council	  of	  International	  Schools.	  	  
WIS	   has	   been	   a	   regular	  member	   of	   the	   European	   Council	   of	   International	   Schools	   (ECIS)	   since	  
January	   2005.	   ECIS	   is	   a	   collaborative	   network	   promoting	   the	   ideas	   and	   best	   practice	   in	  
international	  education.	  Read	  more	  at:	  www.ecis.org.	  
• Council	  of	  International	  Schools.	  
WIS	  is	  also	  a	  member	  of	  the	  Council	  of	  International	  Schools	  (CIS),	  a	  not-­‐for-­‐profit	  association	  of	  
schools	  and	  postsecondary	   institutions	  working	   collaboratively	   for	   the	   continuous	   improvement	  
of	  international	  education.	  Read	  more	  at:	  www.cois.org	  
	  
School’s	  philosophy	  
Our	  practices	  are	  guided	  by	  our	  school	  philosophy,	  which	  was	  revised	  by	  representatives	  of	   the	  
WIS	  community	  during	  the	  2008-­‐09	  academic	  year,	  and	  the	  IBO’s	  mission	  statement.	  Both	  serve	  
as	  a	  compass	  for	  the	  entire	  school	  community.	  
We	  believe	   in	  a	  balanced	  education	  that	  meets	  each	  student’s	  needs.	  As	  such,	  we	  undertake	  to	  
provide	  the	  most	  enriching	  and	  stimulating	  educational	  programme	  possible,	  helping	  our	  students	  
develop	   to	   their	  highest	  potential	  academically,	  physically,	   socially,	  and	  emotionally.	  We	  aim	   to	  
provide	   students	   with	   the	   technological	   skills	   necessary	   to	   pursue	   knowledge	   in	   informed	   and	  
responsible	  ways,	   and	   to	   express	   that	   knowledge	   creatively.	  We	  understand	   that	   children	   learn	  
and	   grow	   best	   within	   a	   caring,	   supportive	   and	   meaningful	   environment,	   and	   we	   promote	  
acceptance	  and	  respect	  for	  self	  and	  others.	  We	  are	  sensitive	  to	  and	  supportive	  of	  the	  transitions	  
inherent	   in	   our	   international	   community,	   and	   view	   education	   as	   a	   partnership	   of	   students,	  
teachers	   and	   parents.	  We	   value	   our	   own,	   our	   host	   and	   our	   school	   cultures,	   and	   provide	  
opportunities	   to	   learn	  about	   them	   in	  a	  spirit	  of	  multiculturalism.	  We	  aim	  to	   foster	   international	  
mindedness,	  supporting	  active	  participation	  in	  the	  Wroclaw	  community	  and	  in	  the	  world	  around	  
us.	  We	  encourage	   interest	   in,	  and	  empathy	   for,	  humanity.	  We	   recognise	   the	   importance	  of	  our	  
interactions	  with	  the	  environment.	  We	  promote	  reflective,	  open-­‐minded	  and	  principled	   learners	  
who	   take	   risks	   and	  who	   are	   able	   to	   communicate	   effectively.	  We	   encourage	   students	   to	   think	  
critically	  and	  we	  view	  learning	  as	  a	  life-­‐long	  process.	  
Our	  philosophy	  is	  based	  in	  the	  IB’s	  philosophy.	  See	  below:	  
The	   International	   Baccalaureate	   aims	   to	   develop	   inquiring,	   knowledgeable	   and	   caring	   young	  
people	  who	  help	  to	  create	  a	  better	  and	  more	  peaceful	  world	  through	  intercultural	  understanding	  
and	   respect.	   To	   this	   end	   the	   organization	   works	   with	   schools,	   governments	   and	   international	  
organizations	   to	   develop	   challenging	   programmes	   of	   international	   education	   and	   rigorous	  
assessment.	   These	   programmes	   encourage	   students	   across	   the	   world	   to	   become	   active,	  
compassionate	   and	   lifelong	   learners	  who	   understand	   that	   other	   people,	  with	   their	   differences,	  
can	  also	  be	  right.	  
The	  developmental	  plan	  for	  the	  future	  
Development	  plans	  for	  Wroclaw	  International	  School	   (WIS)	  arise	  directly	   from	  the	  Strategic	  Plan	  
2010	   -­‐2015	   created	   by	   the	   authorities	   of	   the	   Foundation	   of	   International	   Education	  –	   the	  
governing	  body	  of	  WIS.	  The	  school	  is	  one	  of	  the	  most	  important	  projects	  of	  F.I.E.	  WIS	  has	  a	  good	  
brand.	  Maintaining	  WIS	  position	  on	   the	  educational	  market	   and	   continuous	  development	  of	   its	  
educational	  offer	  are	  the	  priorities	  of	  the	  F.I.E.	  strategic	  plan.	  
The	  areas	  where	  we	  want	  to	  grow	  in	  the	  near	  future:	  
Quality	  of	  Teaching	  
In	  the	  schools	  run	  by	  the	  Foundation,	  special	  attention	  goes	  towards	  the	  student’s,	  the	  teacher’s	  
and	  the	  school’s	  profile	  reflecting	  the	  International	  Baccalaureate	  Organisation’s	  philosophy.	  This	  
philosophy	  has	  a	  major	  impact	  on	  the	  quality	  of	  education	  in	  schools	  managed	  by	  the	  Foundation.	  
Obtaining	  authorization	  for	  the	  third	  IB	  programme	  –	  IB	  Diploma	  at	  High	  School	  level	  is	  one	  of	  our	  
priorities.	  
Qualified	  teaching	  stuff	  
Development	  of	  organizational	  culture	  promoting	  the	  model	  of	  the	  Foundation’s	  teacher	  who:	  
constantly	  develop	  and	  improve	  his/her	  qualifications,	  stay	  open-­‐minded	  and	  innovative,	  show	  
empathy,	  is	  creative	  and	  is	  committed.	  
New	  Technologies	  
We	  want	  to	  develop	  technologies	  which	  support	  educational	  innovations	  (for	  students,	  teachers	  
and	  parents).	  To	  stimulate	  constant	  development	  we	  implement	  adequate	  tools	  chosen	  in	  
accordance	  with	  the	  needs	  and	  abilities.	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  Primary	  School,	  Trento,	  Italy	  	  
CASE	  STUDY	  
We	  are	  not	  an	  International	  school	  or	  a	  private	  school.	  We	  are	  a	  school	  of	  the	  PAT	  and	  for	  this	  
reason	  our	  curriculum	  in	  based	  on	  the	  PAT	  school	  guidelines.	  
By	  the	  end	  of	  this	  school	  year,	  we	  will	  produce	  an	  official	  document	  about	  our	  bilingual	  
project,	  with	  the	  introduction	  to	  it,	  qualitative	  and	  quantitative	  data,	  English-­‐Italian-­‐Maths	  
policy	  and	  all	  what	  it	  is	  necessary	  to	  know	  about	  it.	  
Our	  pilot	  class	  will	  finish	  the	  primary	  school	  and	  start	  the	  secondary	  in	  September	  2013.	  The	  
document	  represents	  a	  summary	  of	  what	  we	  have	  done	  in	  these	  5	  years.	  
This	  attention	  on	  foreign	  languages	  has	  been	  in	  response	  to	  social	  and	  cultural	  needs	  linked	  to	  the	  
process	   of	   internationalisation	   and	   following	   the	   indications	   and	   guidelines	   expressed	   in	  
numerous	  documents	  and	  studies	  of	  the	  European	  Union.	  	  
Being	   multilingual	   is	   considered	   an	   essential	   element	   of	   both	   the	   identity	   and	   citizenship	   of	  
Europe	   and	   of	   the	   European	   society1	   and	   the	   formation	   of	   a	   multilingual	   population	   is	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
1	  White	  Paper	  on	  Education	  and	  Training,	  Teaching	  and	  Learning	  –	  Towards	  the	  Learning	  Society,	  November	  1995,	  
Brussels.	  
fundamental	  for	  integration	  and	  cohabitation	  in	  a	  multi-­‐cultural	  society.	  ‘Proficiency	  in	  languages	  
helps	   to	  build	  up	   the	   feeling	  of	  being	  European	  with	  all	   its	   cultural	  wealth	  and	  diversity	   and	  of	  
understanding	  between	  the	  citizens	  of	  Europe’	  (White	  Paper,	  1995,	  47).	  
	  
On	  the	  basis	  of	  this	  research,	  the	  promotion	  of	  multilingualism	  has	  been	  for	  some	  years	  now	  an	  
element	  that	  strongly	  characterises	  the	  schools	   in	  the	  District	  of	  Trentino.	  Since	  the	  school	  year	  
2005-­‐2006,	   the	   Autonomous	   District	   of	   Trento	   has	   implemented	   a	   project	   integrating	   the	  
progressive	   diffusion	   of	   experiments	   in	   which	   it	   is	   foreseen	   the	   use	   of	   the	   English	   and,	   or	   the	  
German	   language	  as	  an	   instrument	   for	   teaching	   the	  curriculum.	  These	  experiments	  affect	  all	  of	  
the	   schools,	   from	   nursery	   schools	   to	   the	   second	   year	   of	   secondary	   schools,	   with	   an	   increasing	  
involvement	  especially	  within	  the	  primary	  schools2.	  
	  
The	  use	  of	  a	  foreign	  language	  as	  an	  instrument	  for	  learning,	  such	  as	  CLIL	  (Content	  and	  Language	  
Integrated	   Learning)	   is	   not	   in	   itself	   a	   new	  methodological	   approach.	   It	   is	   rather	   intended	   as	   an	  
‘umbrella’	   term	   that	   includes	   diverse	   and	   various	   methodological	   approaches,	   which	   is	   now	  
indisputable	   and	   recognised	   equally	   both	   within	   the	   scientific	   community	   and	   within	   the	  
European	   institutions,	   that	   identify	   it	   as	   an	   integrative	   method	   for	   teaching	   subjects	   and	  
languages.	  	  
CLIL	   is	   recognised	   as	   a	   practical	   educational	   experience	   and	   methodology	   of	   teaching	   and	  
learning,	  where	  the	  acquisition	  of	  the	  foreign	  language	  (FL)	  is	  not	  considered	  the	  end	  result,	  but	  
an	  instrument	  for	  learning	  other	  subject	  content.	  The	  FL	  is	  not	  just	  a	  curriculum	  subject	  but	  part	  
of	  the	  weekly	  timetable	  is	  dedicated	  to	  the	  teaching	  of	  subjects	  or	  modules	  in	  a	  FL.	  	  
Within	   the	  CLIL	   experience,	   there	   are	   two	  basic	   principles	   and	  objectives:	   one	   is	   related	   to	   the	  
subject	  content	  and	  the	  other	  is	  related	  to	  the	  language	  that	  is	  spoken,	  creating	  as	  a	  consequence	  
a	  dual-­‐focused	  education	  methodology.	  	  
CLIL	   therefore,	   is	   an	   educational	   method	   characterised	   by	   the	   teaching	   of	   a	   language	   and	   the	  
learning	  of	  a	  language	  in	  that	  given	  language.	  
	  
The	  use	  of	  a	  non-­‐mother	  tongue	  language	  as	  a	  method	  of	  acquiring	  subject	  content	  does	  not	  only	  
mean	  greater	  exposure	  to	  the	  language	  in	  terms	  of	  the	  quantity	  of	  hours	  or	  the	  potential	  use	  of	  
the	   language	  at	  a	  communicative	  and	  practical	   level3.	   In	  addition	  to	   this	   the	   foreign	   language	   is	  
also	  used	  for	  learning4.	  
In	  fact,	  the	  subject	  content	  and	  concepts	  are	  learned	  directly	  in	  the	  language	  that	  they	  are	  taught	  
in,	   using	   a	   process	   similar	   to	   that	   of	   the	   native	   language.	   At	   the	   same	   time,	   this	   process	  
strengthens	   the	   construction	   and	   development	   of	   complex	   cognitive	   skills	   across	   the	   subject	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
2	   With	   reference	   to	   the	   current	   academic	   year,	   out	   of	   1446	   primary	   school	   classes,	   837	   belong	   to	   Comprehensive	  
Institutes	  (31)	  that	  foresee	  CLIL	  experiences	  and	  of	  these	  240	  may	  be	  defined	  as	  ‘CLIL	  Classes’	  with	  a	  substantial	  balance	  
between	  classes	  using	  CLIL	  in	  English	  and	  those	  using	  CLIL	  in	  German	  (Analisi	  quantitative	  esperienze	  di	  insegnamento	  in	  
modalità	  CLIL,	  PAT,	  giugno	  2011).	  
3	   According	   to	   the	   definition	   of	   Cummins,	   BICS	   (Basic	   Interpersonal	   Communicative	   Skills),	   are	   the	   communicative	  
interpersonal	  skills	  that	  are	  the	  basis	  for	  the	  acquisition	  of	  the	  linguistic	  skills	  that	  are	  helpful	  for	  facing	  daily	  situations	  
and	  our	  ability	  to	  relate	  to	  others.	  
4	  According	  to	  another	  definition	  of	  Cummins,	  the	  objective	  is	  the	  development	  of	  CALP	  (Cognitive	  Academic	  Learning	  
Proficiency),	   that	   is	   the	   cognitive	   facility	   for	   the	  acquisition	  of	   the	   linguistic	   skills	   useful	   in	   the	   conceptualization	  and	  
comprehension	  of	  the	  different	  subjects.	  
	  
areas,	   including	   comprehension,	   analytical	   skills,	   the	   ability	   to	   summarise,	   application	   skills,	  
evaluation	  skills	  and	  critical	  and	  independent	  thinking.	  	  
	  
The	  main	  principal	  of	  bilingual	  education	  lies	  in	  the	  linguistic	  interdependence.	  The	  experience	  of	  
both	   languages	   can	   and	   must	   be	   oriented	   at	   the	   promotion	   of	   the	   development	   of	   not	   only	  
greater	   linguistic	   competence,	   but	   also	   and	   above	   all	   the	   transversal	   cognitive	   skills	   and	   the	  
common	  competences	  across	  the	  languages.	  	  
On	   one	   perspective,	   an	   educational	   environment	   characterised	   by	   a	   richer	   language	   context	  
favours	  and	  promotes	  the	  acquisition	  of	  a	  broad	  and	  diverse	  linguistic	  and	  communicative	  ability.	  
On	   the	   other	   hand,	   it	   favours,	   in	   parallel,	  more	   significant	   and	  motivating	   learning	   experiences	  
that	  stimulate	  a	  deeper	  cognitive	  elaboration	  than	  the	  subject	  content	  alone.	  
	  
If	   it	   is	   within	   this	   theoretical	   basis	   that	   the	   CLIL	   experience	   in	   Trentino	   is	   inserted,	   then	   it	   is	  
essential	   to	   provide	   further	   information,	   specific	   to	   the	   experimental	   bilingual	   classes	   at	   the	  
Istituto	  Comprensivo	  Trento	  5.	  
A	   key	  element	   is	   that	   the	  programme	   is	  organised	   to	  provide	  an	  educational	   partial	   immersion	  
programme	  that	   is	  set	   in	  an	  Italian	  context.	  This	  context	   is	  practically	  monolingual	  and	  aimed	  at	  
children	   who,	   in	   the	   grand	   majority	   of	   cases,	   are	   exclusively	   Italian,	   for	   whom	   the	   English	  
language	  is	  in	  all	  respects	  a	  foreign	  language.	  	  	  
The	  context	  of	  the	  experimentation	  and	  of	  the	  ‘bilingual’	  classes,	  on	  one	  hand,	  presents	  features	  
of	   absolute	   innovation	  and	  uniqueness	  at	   a	  national	   level,	   and	  on	   the	  other	  hand,	   imposes	   the	  
necessity	   to	   respond	   in	   a	   collective,	   systematic	   and	   competent	   way	   to	   the	   new	   and	   multiple	  
requirements	  of	  the	  educational	  and	  organisational	  methodology	  the	  experimentation	  requires.	  	  	  
	  
These	  Plans	  of	  Study	  have	  been	  elaborated	  upon	  by	  the	  team	  of	  teachers	  in	  the	  bilingual	  classes	  
at	  the	  Sanzio	  School.	  These	  Plans	  of	  Study	  are	  based	  upon	  the	  competences	  that	  are	  provided	  by	  
the	  District	  of	  Trento	  for	  primary	  schools.	  	  
The	   skills	   and	   knowledge	   identified	   represent	   the	   fruit	   of	   research	   and	   shared	   reflection	   on	  
processes	  of	  teaching	  and	  learning,	  on	  the	  methodological	  choices	  and	  the	  educational	  curriculum	  
completed	  in	  the	  first	  three	  years	  of	  the	  experimentation.	  	  
	  
In	  relation	  to	  the	  skills	  for	  each	  subject,	  the	  principle	  is	  to	  maintain	  a	  sequential	  nature,	  in	  that	  the	  
skills	   are	   learned	   gradually	   and	   develop	   into	   transversal	   skills.	   The	   generalisation	   of	   skills	   is	  
realised	  through	  cross-­‐curricular	  projects	  and	  the	  construction	  of	  courses	  of	  learning	  in	  spirals.	  	  
In	  fact,	  the	  spiral	  model	  allows	  review,	  consolidation	  and	  progressive	  broadening	  and	  deepening	  
of	   previously	   learned	   skills	   and	   knowledge.	   The	   necessity	   to	   review	   the	   objectives	   in	   each	  
discipline,	   and	   not	   only	   those	   presented	   in	   the	   English	   language,	   be	   it	   at	   a	   content	   level	   or	   a	  
linguistic	  level,	  prioritises	  the	  identification	  of	  the	  fundamental	  skills	  for	  every	  subject	  area.	  	  
In	  particular,	  it	  is	  fundamental	  to	  underline	  that	  the	  development	  of	  the	  mother-­‐tongue	  language	  
(L1)	  is	  of	  crucial	  importance	  for	  the	  psychological,	  linguistic	  and	  cognitive	  well-­‐being	  of	  the	  pupils.	  	  
For	  this	  reason,	  the	  development	  and	  consolidation	  of	  the	   linguistic	  and	  communicative	  skills	   in	  
Italian	  represent	  the	  prior	  objective	  in	  the	  first	  two	  years	  of	  the	  school.	  
	  
The	   long-­‐term	   objective	   is	   in	   fact	   to	   provide	   a	   bilingual	   learning	   environment	   in	   an	   Italian	  
language	  predominant	  environment,	   in	  order	   to	  add	  another	   language	  to	  the	  pupils’	   repertoire,	  
but	  without	  incurring	  costs	  for	  the	  native	  language.	  	  
From	  this	  perspective,	  as	  it	  is	  clearly	  indicated	  in	  the	  Plan	  of	  Study	  for	  English	  Culture,	  the	  pupils	  
learn	  formal	  reading	  and	  writing	  in	  the	  English	  language	  starting	  from	  the	  second	  half	  of	  the	  year	  
of	  the	  second	  year	  class,	  even	  if	  the	  pupils	  are	  naturally	  familiarised	  with	  the	  written	  form	  of	  the	  
English	  language	  (noticeboards,	  posters,	  etc)	  from	  the	  beginning	  of	  their	  scholastic	  experience.	  	  
In	  addition,	  the	  rich	  and	  wide	  ranging	  knowledge	  and	  content	  listed	  for	  each	  subject,	  sub-­‐divided	  
into	   the	   four	   classes,	   asks	   for	   careful	   planning	   and	   delivery	   along	   with	   flexibility	   that	   permits	  
eventual	   anticipation,	   delay	   and	   or	   modifications	   in	   the	   arc	   of	   the	   years,	   in	   response	   to	   the	  
specific	   needs	   of	   the	   different	   groups	   of	   pupils	   and	   to	   the	   possible	   connections	   with	   the	  
educational	  opportunities	  provided	  by	  the	  Local	  District.	  
	  
The	  elaboration	  on	   these	  Plans	  of	   Study	   represents	   a	   significant	  milestone	   in	   the	   course	  of	   the	  
research	   and	   the	   collective	   contributions	   that	   have	   accompanied	   the	   experimentation	   and	   that	  
will	  follow	  it	  in	  the	  years	  to	  come	  through	  the	  projection,	  monitoring	  and	  regulation	  of	  the	  Plans	  
of	  Study	  proposed	  and	  implemented	  with	  the	  different	  classes.	  	  
The	  Plans	  of	  Study	  themselves	  are	  to	  be	  considered	  as	  ‘open’	  in	  that	  they	  are	  susceptible	  to	  future	  
integrations,	   modifications	   and,	   or	   revisions	   to	   enable	   them	   to	   continue	   to	   develop	   into	  
instruments	  that	  are	  always	  more	  suitable	  to	  respond	  to	  the	  pupils	  educational	  requirements	  and	  
needs.	  	  
The	   first	   of	   these	   integrations	  will	   be	   represented	   in	   the	   insertion	  of	   a	   specific	   introduction	   for	  
every	  subject	  area	  with	  the	  aim	  to	  be	  explicit	  about	  the	  current	  methodology	  that	  orientates	  and	  
guides	  the	  concrete	  educational	  actions	  of	  the	  team	  of	  teachers.	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  Catholic	  Primary	  School	  in	  Badajoz,	  Spain	  
Colegio	  "Ramón	  Izquierdo"	  
The	  website	  of	  the	  government	  Project	  is:	  	  http://programasbilingues.educarex.es/	  
CASE	  STUDY	  
There	  are	  bilingual	  signs	  around	  the	  school,	  e.g.	  ‘library’,	  ‘toilet’,	  ‘classroom’,	  etc.	  There	  is	  also	  a	  
sign	  ‘Welcome	  to	  a	  bilingual	  school.’	  	  
The	  library	  is	  equipped	  with	  bilingual	  materials,	  although	  most	  of	  them	  are	  available	  online	  only,	  
e.g.	  readers.	  
From	  before	   the	  beginning	  of	   the	  Salesian	  Badajoz,	  September	  5,	   l968.	  These	  were	  expected	  as	  
"water	  Mayo".	  In	  previous	  years	  the	  mayor,	  Don	  Ricardo	  Carapeto,	  supported	  the	  founding	  of	  the	  
Salesians,	  for	  problems	  authorities	  failed	  to	  take	  effect.	  	  
The	   idea	   of	   small	   schools	   was	   greatly	   overcome	   with	   a	   complete	   work	   by	   D.	  Alphonse	   Lastra,	  
Architect	   Leeds,	   supervised	   by	   Inspectorate	   and	   the	   Salesians	   Mr.	   Salvador	   Hernandez	   and	  
D.	  Aurelio	   Rodriguez	   from	   Puebla	   de	   la	   Calzada.	  Three	   pavilions	   for	   Primary	   Education	   and	  
Training	  School	  were	  built.	  The	   latter	  was	  never	  opened,	  despite	  having	  received	  much	  material	  
Trade	  Secretariat	  of	  the	  Church	  which	  then	  took	  the	  Salesian	  D.	  Julian	  Ocafia.	  One	  of	  these	  wards	  
would	  be	  given	  two	  years	  to	  the	  Ministry	  of	  Education	  to	  implement	  the	  power	  source	  Chemistry,	  
University	  of	  Extremadura	  hitherto	  depended	  Sevilla.	  
The	   Salesian	   Community	  was	   formed	   by	   Don	   Tomás	   Gutiérrez	   Director,	   D.	  Ladislao	   Rubio,	   Don	  
José	  Goiter	  and	  D.	  José	  God.	  Classes	  with	  72	  children	  in	  Primary	  School	  and	  62	  for	  not	  yet	  having	  
received	  official	  approval	  for	  the	  Branch	  Number	  Two	  dependent	  Zurbarán	  Institute	  begin.	  	  
	  
Attached	  to	  the	  college	  is	  the	  parish	  work	  that	  is	  given	  to	  the	  Salesians	  by	  the	  Bishop	  of	  Badajoz	  in	  
the	   contract	   signed	   by	   the	   Bishop	  Don	  Doroteo	   Fernandez	   and	   Inspector	   Salesian	  Don	  Antonio	  
Hidalgo	  on	  December	  20,	  1973.	  Until	   September	  12,	  1986	   the	  directors	  of	   the	  school	   (D.	  Rafael	  
Mata,	  D.	   Valentin	  Viguera,	   Javier	   Pacheco,	   Justo	  González)	  were	  both	  pastors.	  As	   parish	   church	  
had	   for	   a	   few	   years	   the	   pavilion	   destined	   initially	   for	   training	   the	   back	   of	   the	   courtyard.	  Then,	  
thanks	   to	   the	   initiative	  of	  Don	  Valentin	  Viguera,	  who	   later	  became	  Vicar	  General	  of	   the	  diocese	  
called	  by	  Bishop	  Don	  Antonio	  Montero,	  a	  highly	  functional	  temple	  was	  made	  in	  the	  place	  reserved	  
for	  the	  collegiate	  church	  in	  the	  initial	  plans,	  right	  of	  the	  input.	  
Since	   that	   date	   refers	   to	  D.	  Manuel	   Camargo	  as	   pastor.	  Thanks	   to	   his	   zeal	   and	   work	   and	  
cooperation	  of	   the	   rest	  of	   the	  Salesian	  Parish	  Community	   is	  now	  a	  beautiful	   reality.	  The	   temple	  
has	  been	  improving	  and	  is	  complete	  with	  church	  halls,	  offices,	  tower	  and	  catechesis	  services.	  
	  
The	   school	   is	   involved	   in	   the	   National	   Bilingual	   Education	   Program,	   and	   closely	   works	   on	   a	  
government	   Platform	   with	   other	   25	   Schools	   participating	   in	   this	   Project:	  
http://programasbilingues.educarex.es/	  
All	   school	  and	  teachers	  have	  been	  well	  equipped	  with	  modern	  technology	  tools,	   like	   interactive	  
whiteboards,	   laptops,	   special	   tools	   online	   for	   the	  Platform,	   etc.	  All	   of	  which	   are	   in	   the	   school’s	  
daily	  use	  for	  the	  benefit	  of	  the	  students.	  	  
The	  school	  follows	  the	  European	  Framework	  for	  CLIL	  Teacher	  Education,	  which	  provides	  a	  set	  of	  
principles	  and	   ideas	   for	  designing	   curricula	   for	  professional	   teacher	  development	   in	   the	  area	  of	  
content	  and	  language	  integrated	  learning	  (CLIL).	  Additionally,	  the	  framework	  serves	  as	  a	  tool	  for	  
reflection.	  The	  Integrated	  Curriculum	  of	  Languages	  aims	  to	  develop	  multilingual	  and	  multicultural	  
competence	   as	   elements	   that	   form	   the	   basis	   of	   communication	   in	   the	   European	   area,	   but	   also	  
pursues	   the	   promotion	   of	   linguistic	   tolerance,	   as	   a	   condition	   for	   maintaining	   linguistic	  
diversity.	  Adopting	   policies	   aimed	   multilingualism	   can	   build	   more	   guarantees	   democratic	  
citizenship	  in	  Europe.	  
El	   Currículo	   Integrado	   de	   las	   Lenguas	   pretende	   desarrollar	   la	   competencia	   plurilingüe	   y	  
pluricultural	  como	  elementos	  que	  constituyen	  la	  base	  de	  la	  comunicación	  en	  el	  espacio	  europeo,	  
pero	  además	  persigue	  el	   fomento	  de	   la	   tolerancia	   lingüística,	   como	  condición	  para	  mantener	   la	  
diversidad	  lingüística.	  Las	  políticas	  que	  adoptan	  el	  plurilingüismo	  como	  finalidad	  podrán	  construir	  
con	  más	  garantías	  la	  ciudadanía	  democrática	  en	  Europa:	  lo	  que	  podría	  caracterizar	  a	  la	  ciudadanía	  
europea	   no	   es	   tanto	   el	   domino	   de	   tal(es)	   o	   tal(es)	   lengua(s),	   sino	   la	   adquisición	   de	   una	  
competencia	  plurilingüe	  y	  pluricultural	  que	  garantice	  la	  comunicación	  y,	  sobre	  todo,	  que	  conduzca	  
al	  respeto	  de	  todas	  las	  lenguas.	  
El	   PLURILINGÜISMO	   COMO	   COMPETENCIA	   se	   define	   como	   la	   capacidad	   intrínseca	   de	   todo	  
hablante	   para	   emplear	   y	   aprender,	   sólo	   o	   mediante	   una	   enseñanza,	   más	   de	   una	   lengua.	   Esta	  
competencia	   para	   utilizar	   varias	   lenguas,	   con	   diferentes	   grados	   de	   competencia	   y	   con	   distintos	  
objetivos,	  está	  definida	  en	  el	  Marco	  de	  Referencia	  Europeo	  para	  las	  Lenguas	  como	  la	  competencia	  
de	   un	   agente	   social	   para	   comunicar	   y	   para	   interactuar	   culturalmente.	   El	   individuo	   posee,	   en	  
distintos	  grados,	  el	  dominio	  de	  varias	  lenguas	  y	  la	  experiencia	  de	  varias	  culturas.	  La	  finalidad	  de	  la	  
enseñanza	   lingüística	   es	   el	   desarrollo	   de	   esta	   competencia	   que	   se	  materializa	   en	   un	   repertorio	  
lingüístico	  que	  el	  hablante	  puede	  utilizar.	  
Pero,	  El	  PLURILINGUISMO	  se	  define	   también	  COMO	  VALOR.	  Es	  un	  valor	  educativo	  basado	  en	   la	  
tolerancia	  lingüística:	   la	  toma	  de	  conciencia	  por	  parte	  de	  un	  hablante	  del	  carácter	  plurilingüe	  de	  
sus	  competencias	  puede	  llevarle	  a	  acordar	  un	  valor	   igual	  a	  cada	  una	  de	  las	  variedades	  utilizadas	  
por	  él	  mismo	  o	  por	  otros	  hablantes,	  aún	  cuando	  estas	  variedades	  no	  tengan	  las	  mismas	  funciones.	  
Pero,	   esta	   toma	   de	   conciencia	   debe	   ser	   propiciada	   y	   estructurada	   por	   la	   Escuela	   porque	   no	   se	  
aprende	  de	  forma	  automática.	  El	  PLURILINGUISMO	  se	  define	  también	  COMO	  VALOR.	  Es	  un	  valor	  
educativo	  basado	  en	  la	  tolerancia	  lingüística:	  la	  toma	  de	  conciencia	  por	  parte	  de	  un	  hablante	  del	  
carácter	  plurilingüe	  de	  sus	  competencias	  puede	  llevarle	  a	  acordar	  un	  valor	  igual	  a	  cada	  una	  de	  las	  
variedades	  utilizadas	  por	  él	  mismo	  o	  por	  otros	  hablantes,	  aún	  cuando	  éstas	  variedades	  no	  tengan	  
las	  mismas	   funciones.	   Pero,	   esta	   toma	  de	   conciencia	   debe	   ser	   propiciada	   y	   estructurada	  por	   la	  
Escuela	  porque	  no	  se	  aprende	  de	  forma	  automática.	  
Education	  The	  Ministry	  of	  the	  Andalusian	  makes	  available	  450	  "Communicative	  Activities	  PEL"	  in	  
German,	  French	  and	  English,	  for	  A1,	  A2	  and	  B1	  levels,	  organized	  by	  sublevels	  and	  skills,	  developed	  
from	   assessment	   descriptors	   and	   learning	   objectives	   that	   appear	   in	   Tables	   Self	   Linguistics	  
Biography	   of	   electronic	   Portfolio	   (which	   are	   linked	   by	   visible	   link).	  The	   micro-­‐activities	   are	  
presented	  in	  open,	  both	  in	  format.	  "Pdf"	  and.	  "Odt"	  (open	  office),	  so	  that	  teachers	  themselves	  can	  
make	  subsequent	  modifications	  and	  customize	  them.	  The	  corresponding	  skills	  "Listen"	  and	  "Read"	  
activities	  accompanying	  the	  corresponding	  audio.	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  Schola	  Europea,	  Bergen,	  Holland	  
CASE	  STUDY	  
Schola	   Europea	   is	   a	   school	   that	   prides	   itself	   for	   its	  multilingual	   environment.	   It	   is	   attended	   by	  
children	   age	   from	   4	   to	   18	   years	   old.	   Lessons	   take	   place	   in	   English	   and	   are	   taught	   by	   native	  
speakers,	   as	   this	   is	   school’s	   mission	   to	   prepare	   students	   follow	   a	   broad	   European	   curriculum	  
leading	   to	   the	  highly	   rewarded	  European	  Baccalaureate.	  Most	   students	   leave	   this	   school	  with	  a	  
high	   proficiency	   in	   at	   least	   two	   languages,	   although	   usually	   by	   the	   time	   they	   leave	   secondary	  
school,	   they	   are	   fluent	   in	   three	   languages,	   including	   the	   competence	   in	   Dutch	   in	   non-­‐native	  
speakers.	   Students	   come	   from	   forty	   different	   countries.	   School	   does	   a	   lot	   to	   promote	   their	  
cultural	   identity.	   This	   is	   a	   private	   school	  with	   a	  high	   fee,	   therefore	   this	   predestines	   the	   type	  of	  
students	   attending	   the	   classes.	   Pupils	   participate	   in	   a	   wide	   range	   of	   educational,	   cultural	   and	  
social	  activities	  at	  school	  but	  also	  in	  many	  events	  across	  Europe	  before	  they	  go	  to	  study	  at	  a	  range	  
of	   the	   top	   universities	   in	   Europe	   and	   North	   America.	   The	   sciences	   and	   Mathematics	   have	   an	  
important	   role	   in	   the	   curriculum	  which	   reflects	   their	   close	   relationship	  with	   the	   Joint	   Research	  
Centre	  in	  Petten.	  	  However,	  the	  school	  also	  puts	  an	  emphasis	  on	  the	  creative	  arts,	  music,	  arts	  and	  
drama.	  It	  also	  uses	  the	  latest	  developments	  in	  educational	  technology	  to	  develop	  ICT	  skills	  which	  
prepare	   pupils	   for	   life	   beyond	   school,	   and	   some	   have	   the	   opportunity	   to	   participate	   in	   distant	  
lessons	  with	  teachers	  across	  the	  continent.	  
Philosophy	  
The	  European	  School	   in	  Bergen	  seeks	  to	  promote	  high	  academic	  standards	   in	  an	  atmosphere	  of	  
mutual	  respect	  and	  tolerance.	  The	  school	  expects	  its	  pupils	  to	  live	  up	  to	  these	  ideas	  of	  tolerance,	  
understanding,	  trustworthiness	  and	  good	  behaviour.	  The	  school	  asks	  parents	  to	  co-­‐operate	  in	  the	  
creation	  and	  maintenance	  of	  the	  best	  possible	  conditions	  for	  their	  children’s	  education.	  
Most	   of	   the	   subjects	   are	   taught	   in	   English,	   French	   and	   Dutch.	   Students	   follow	   most	   of	   their	  
subjects	  in	  the	  language	  of	  the	  section	  they	  have	  been	  assigned	  to	  on	  enrolment.	  Where	  mother	  
tongue	   teachers	   are	   not	   available,	   courses	   can	   be	   provided	   through	   the	   medium	   of	   distance	  
learning.	  
The	  European	  Schools	  are	  official	  educational	   institutions	  governed	  by	  public	   law	  and	  controlled	  
jointly	   by	   the	   governments	   of	   all	   member	   stated	   of	   the	   European	   Union.	   National	   education	  
departments	  are	  responsible	  for	  appointing	  full-­‐time	  staff.	  Inspectors	  from	  the	  national	  education	  
departments	  decide	  the	  curriculum	  and	  visit	  the	  schools	  regularly.	  The	  teaching	  programmes	  have	  
been	   approved	   by	   the	   member	   states	   as	   matching	   the	   educational	   requirements	   for	   each	  
member	  state,	  thus	  facilitating	  transfer	  between	  the	  European	  Schools	  and	  the	  national	  systems.	  
The	   school	   in	  Bergen	  was	  established	   in	  1963	   in	   connection	  with	   the	  European	  Union	  Research	  
Centre	   at	   Petten.	   The	   European	   Schools	   offer	   their	   pupils	   an	   education	   which	   combines	   the	  
advantages	  of	  national	  and	  international	  school.	  The	  foundation	  is	  to	  facilitate	  an	  understanding	  
of	  others	  and	  for	  a	  future	  European	  or	  other	  international	  areas.	  Pupils	  can	  attend	  the	  European	  
Schools	   for	   a	   total	   of	   14	   years,	   two	   years	   of	   nursery	   school,	   five	   years	   of	   primary	   education	  
followed	   by	   seven	   years	   of	   secondary	   education	   leading	   to	   the	   European	   Baccalaureate.	   The	  
European	   Baccalaureate	   is	   recognised	   in	   all	   EU	   Member	   States	   and	   in	   many	   other	   countries,	  
including	  some	  outside	  Europe.	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  Primary	  School	  in	  Wołów,	  Poland	  
CASE	  STUDY	  
	  
This	  is	  a	  private	  school	  in	  Wołów,	  Poland,	  set	  up	  in	  2001	  as	  an	  association	  of	  parents	  and	  teachers.	  
Children	  can	   start	   their	  education	   in	   school’s	   kindergarten	  and	   then	  continue	   it	   for	   the	  next	   six	  
years	  in	  the	  Primary	  school,	  later	  three	  years	  in	  the	  lower-­‐secondary	  school	  and	  then	  three	  more	  
years	  in	  the	  secondary	  sector.	  Parents	  pay	  the	  tuition	  fee	  but	  it’s	  not	  very	  high.	  Children’s	  day	  is	  
filled	  with	  lessons	  and	  extra-­‐curricular	  activities	  from	  8.00	  until	  4.00	  p.m.	  Pupils	  study	  according	  
to	  the	  Polish	  National	  curriculum	  and	  take	  national	  examinations.	  	  
All	  sectors	  of	  the	  school	  are	  bilingual.	  In	  the	  primary	  sector	  it	  means	  more	  hours	  of	  English	  in	  the	  
school	  week,	  in	  the	  upper	  sectors	  some	  of	  the	  subjects	  like	  history	  and	  math	  are	  taught	  through	  
English	  and	  also	  there	  are	  more	  hours	  of	  English	  during	  the	  school	  week.	  
The	  school	  cooperates	  with	  other	  educational	  institutions	  in	  Poland	  in	  their	  region	  as	  well	  as	  with	  
the	  schools	  abroad	  to	  sustain	  a	  high	  standard	  of	  language	  and	  multicultural	  education.	  	  
English	  is	  taught	  by	  Polish	  teachers	  with	  appropriate	  qualifications	  but	  also	  by	  one	  native	  speaker	  
of	  English	  who	  commutes	  to	  school	   from	  a	  bigger	  neighbouring	  city.	  The	  school	  Director	  admits	  
that	  it	  has	  not	  been	  easy	  to	  find	  the	  right	  teacher,	  as	  the	  school	  is	  based	  in	  a	  small	  city	  and	  there	  
are	   no	   native	   speakers	   based	   there.	   	   However,	   pupils	   also	   study	   German	   in	   the	   upper	   school	  
sectors.	  	  
School	  has	  an	  equipped	  library	  with	  subject	  books	  in	  English,	  which	  they	  received	  from	  a	  school	  in	  
Sweden.	   Those	   books	   add	   to	   the	   quality	   of	   education	   and	   are	   used	   in	   the	   lessons	   during	   the	  
school	  year.	  Students	  can	  also	  take	  them	  home	  if	  they	  want	  to	  but	  this	  is	  not	  obligatory.	  
School	  has	  also	  a	  well-­‐equipped	  computer	  room	  where	  English	  language	  lessons	  must	  take	  place	  
once	  a	  week	  for	  each	  class.	  Pupils	  use	  special	  computer	  programs	  to	  study	  English	  and	  also	  search	  
internet	  for	  interesting	  materials.	  
Students	  also	  have	  many	  opportunities	   to	  participate	   in	  many	  competitions,	  not	  only	   related	   to	  
language	   learning,	   but	   also	   to	   sports,	   singing	   and	  dancing.	   School	   also	  organizes	  many	   regional	  
competitions	   between	   other	   schools	   that	   it	   is	   already	   famous	   for,	   such	   as	   the	   singing	   contest,	  
where	  children	  from	  all	  kindergartens	  in	  the	  region	  come	  to	  sing	  in	  various	  foreign	  languages.	  This	  
is	  a	  very	  positive	  initiative.	  	  
	  
	  
	  
	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  6.	  Discussion	  	  
	  
This	  study	  has	  offered	  the	  evaluative	  perspective	  on	  the	  ways	  of	  measuring	  the	  effectiveness	  
of	   bilingual	   education	   programs	   in	   Europe	   and	   was	   conducted	   in	   five	   bilingual	   schools	   in	  
Europe	   and	   includes	   internal	   comparisons	   between	   them	   as	   well	   as	   external	   comparisons	  
with	  the	  standards	  of	  plurilingual	  and	  intercultural	  education	  present	  in	  Europe.	  	  
Bilingual	   schools	   present	   different	   levels	   of	   effectiveness	   of	   their	   bilingual	   education	  
programs.	   It	   is	  difficult	   to	  distinguish	  whether	   the	   success	  of	  a	  bilingual	   school	   is	  due	   to	   its	  
program,	  to	  the	  individual	  characteristics	  of	  the	  students,	  or	  to	  the	  qualities	  of	  the	  teachers.	  
There	   are	   hundreds	   of	   variables	   that	   affect	   program	   outcomes.	   One	   thing	   is	   certain,	   it	   is	  
important	   that	   learners	   are	   provided	   with	   extensive	   practice	   using	   both	   languages	   in	  
academic	  ways	  (Cummins	  1981).	  Student	  success	  is	  usually	  measured	  by	  outcomes	  depending	  
on	  quality	  of	   inputs	  and	   is	   challenged	  by	  contextual	   factors.	  However,	  evaluation	  processes	  
disclose	  many	  issues	  and	  discrepancies	  that	  could	  be	  overcome	  by	  the	  use	  of	  benchmarking	  
appropriate	   for	   bilingual	   education	   context,	   as	   they	  would	   involve	   the	   school,	   its	   program,	  
teacher	   training	   and	   assessment.	   All	   of	   the	   above	   are	   accountable	   for	   the	   success	   of	   such	  
programs.	  	  
Therefore,	  this	  study	  has	  set	  out	  to	  identify	  the	  frameworks	  and	  benchmarks	  for	  measuring	  of	  
the	  effectiveness	  of	  bilingual	  programs	  and	  to	  find	  ways	  of	  describing	  and	  comparing	  them.	  
The	  following	  specific	  objectives	  were	  also	  investigated:	  
-­‐ to	  identify	  what	  type	  of	  curricula	  are	  implemented	  and	  how	  successful	  they	  are	  
-­‐ to	  identify	  the	  key	  performance	  indicators	  (KPI)	  implemented	  by	  the	  schools	  
-­‐ to	  identify	  the	  frameworks	  and	  benchmarks	  adopted	  by	  the	  schools	  
-­‐ to	  describe	  present	  education	  practices	  in	  each	  of	  the	  schools	  
	  
Brisk	   (2010),	   Mehisto	   (2012)	   and	   the	   Council	   of	   Europe	   (2010)	   provide	   frameworks	   and	  
benchmarks	   for	  school	  evaluation,	  which	  are	  designed	  to	  provide	   feedback	   for	   the	  bilingual	  
programs.	  Assessment	  is	  seen	  by	  them	  as	  a	  means	  for	  further	  decision-­‐making	  and	  program	  
improvement.	  	  
The	   goal	   of	   this	   study	  was	   also	   to	   build	   on	   the	   existing	   knowledge,	   drawn	   from	   the	   three	  
sources:	  Mehisto	  (2012),	  Brisk	  (2010)	  and	  the	  Council	  of	  Europe	  (Guide	  for	  the	  development	  
and	   the	   implementation	   of	   curricula	   for	   plurilingual	   and	   intercultural	   education,	   2010)	   in	  
regards	  to	  the	  frameworks	  and	  benchmarks	  of	  bilingual	  programs,	  and	  to	  bring	  to	   light	  new	  
factors	   regarding	   the	   measurement	   of	   the	   effectiveness	   of	   bilingual	   programs	   by	   cross-­‐
examining	   the	   schools’	   practices	   with	   the	   most	   recent	   and	   influential	   advice	   on	   how	   to	  
evaluate	  and	  improve	  bilingual	  programs.	  	  
The	   general	   literature	   on	   this	   subject	   specifically	   refers	   to	   the	   information	   on	   educational	  
indicators,	   which	   include	   teachers’	   knowledge,	   student	   background,	   characteristics	   of	  
schools’	  teaching,	  learning	  achievement,	  and	  efficacy	  of	  school	  operation	  (Porter	  1991).	  All	  of	  
those	   elements	  must	   be	   objective	   and	  measurable	   in	   order	   to	   help	   to	   design	   an	   effective	  
accountability	  system	  in	  schools.	  A	  number	  of	  studies	  addressed	  the	  effectiveness	  of	  bilingual	  
education	   in	   the	   past.	   Most	   of	   the	   studies	   make	   little	   reference	   to	   characteristics	   of	   the	  
program,	  the	  students,	  or	  the	  social	  context.	  Rather	  they	  tend	  to	  show	  students’	  performance	  
on	  standardized	  tests.	  Many	  researchers	  prefer	  in-­‐depth	  case	  studies	  of	  bilingual	  programs	  in	  
context.	  Troike	  (1978)	  analyzed	  12	  bilingual	  education	  programs	  of	  Spanish,	  Chinese,	  French,	  
and	  Navajo	  populations.	  A	   few	  factors	  were	  evaluated,	  English	   language,	   reading	  readiness,	  
reading,	  writing,	   general	   outcomes,	  Maths,	   and	   social	   studies.	   Performance	   in	   L1	  was	   only	  
measured	   in	   Spanish.	   This	   analysis	   supported	   the	   efficiency	   of	   bilingual	   programs.	  Medina	  
and	   Escamilla	   (1992)	   studied	   the	   effect	   maintenance	   bilingual	   programs	   hold	   on	   English	  
language	   proficiency	   of	   Spanish	   speakers.	   Lindholm	   (1991)	   reported	   on	   students’	  
achievements	  in	  respect	  to	  their	  performance	  in	  language,	  Maths,	  and	  other	  content	  areas	  in	  
both	  languages.	  However,	  all	  of	  the	  above	  studies	  at	  that	  time	  compared	  students	  in	  various	  
bilingual	  education	  programs,	  but	  provided	  little	  detail	  about	  the	  school	  context.	  Many	  of	  the	  
studies	  reflected	  upon	  the	  effectiveness	  of	  certain	  teaching	  strategies	  with	  bilingual	  students.	  
Recently,	   there	   has	   been	   more	   research	   done	   in	   regards	   to	   student	   success.	   The	   areas	  
researched	  concerned	  the	  outcomes,	  the	  educational	  program	  characteristics	  in	  great	  detail,	  
and	  the	  historical	  context	  of	  these	  programs.	  Lindholm-­‐Leary	  (2001)	  conveyed	  a	  detailed	  data	  
research	   from	   various	   studies	   of	   different	   types	   of	   two-­‐way	   programs.	   School	   context,	  
programs,	   student	   outcomes	   and	   also	   teachers,	   their	   background,	   attitudes,	   classroom	  
activities,	   were	   described	   in	   detail.	   A	   large-­‐scale	   research	   study	   was	   done	   by	   Thomas	   and	  
Collier	  (2002),	  where	  students	  from	  different	  educational	  models	  were	  compared.	  During	  the	  
study	  the	  background	  of	  students	  and	  teachers	  was	  investigated,	  and	  classroom	  observations	  
were	  conducted.	  This	  study	  analyzed	  210,054	  students	   in	   five	  school	  districts.	   It	   focused	  on	  
the	   performance	   of	   learners	   aged	   between	   6	   and	   13	   in	   mainstream	   education,	   ESL,	   TBE,	  
developmental	  and	  two-­‐way	  programs.	  Only	   in	  the	  50-­‐50	  developmental	  and	  both	  forms	  of	  
two-­‐way	   programs	   students	   performed	   above	   the	   national	   norms.	   Students’	   success	   is	  
measured	  by	   their	  achievements	  and	  contextual	   factors.	  Pérez	   (2004)	   studied	   two	   two-­‐way	  
programs	   in	  the	  San	  Antonio	  area.	  A	  historical	  and	  political	  context	  was	  presented	  together	  
with	  other	  aspects	  of	  the	  program,	  and	  students’	  performance.	  Sociocultural	   integration,	  on	  
the	   other	   hand,	   is	   rarely	   measured	   by	   researchers,	   as	   it	   is	   not	   considered	   a	   means	   to	  
students’	   success.	   Attainment	   of	   student	   success	   depends	   on	   the	   quality	   of	   the	   school’s	  
program,	  the	  contextual	  factors	  and	  the	  characteristics	  of	  individual	  students.	  	  
The	  two	  most	  recent	  studies	  have	  been	  conducted	  in	  Spain.	  One	  study	  concerned	  Evaluating	  
a	  bilingual	  education	  program	   in	  Spain	   (Anghel,	  Cabrales	  &	  Carro	  2012),	   and	  discussed	  and	  
evaluated	   a	   program	   that	   introduced	   bilingual	   education	   in	   English	   and	   Spanish	   in	   primary	  
education	  in	  some	  public	  schools	  in	  Madrid	  in	  2004.	  However,	  this	  study	  uses	  a	  standardized	  
exam	  that	  has	  been	  administered	  each	  year	  in	  all	  primary	  schools,	  for	  the	  6th	  grade	  students,	  
in	  the	  Spanish	  region	  of	  Madrid.	  The	  results	   indicate	  that	  there	   is	  a	  clear	  negative	  effect	  on	  
learning	  the	  subject	  in	  English	  for	  children	  whose	  parents	  have	  only	  accomplished	  secondary	  
education	   themselves,	   and	   no	   effect	   on	   anyone’s	  mathematical	   or	   reading	   skills	   that	  were	  
taught	   in	   Spanish.	   However,	   Piet	   Van	   de	   Craen	   (2009),	   a	   neurolinguist,	   investigating	   the	  
effects	  of	  bilingual	  education,	   shows	  visual	  evidence	  stating	   that	   the	  addition	  of	  a	   language	  
trains	  the	  brain	  to	  solve	  cognitive	  tasks	  more	  easily,	  and	  helps	  to	  achieve	  academic	  success.	  
The	  difference	  between	  those	  two	  studies	  could	  be	  related	  to	  the	  effectiveness	  of	  conducting	  
a	  bilingual	  education	  program	  by	  the	  school,	  and	  by	  the	  teacher	  in	  particular.	  After	  all,	  making	  
teaching	  more	   effective	  may	   be	   the	  main	   purpose	   of	   bringing	   plurilingual	   and	   intercultural	  
education	  into	  the	  curriculum	  (Council	  of	  Europe,	  Language	  Policy	  Division,	  Sept.	  2010,	  1.3.3).	  
Another	  study	  that	  has	  been	  conducted	  by	  the	  British	  Council	  and	  the	  Ministry	  of	  Education	  
in	   Spain	   Bilingual	   Education	   Project	   (Spain):	   Evaluation	   Report	   (2011)	   has	   evaluated	   the	  
success	   of	   the	   bilingual	   education	   programs	   in	   Spain	   that	   were	   their	   large-­‐scale	   initiative.	  
There	  were	   numbers	   of	   factors	   raised	   in	   this	   study,	   e.g.	   societal	   factors,	   provision	   factors,	  
process	  factors,	  and	  individual	  /	  group	  factors.	  This	  project	  has	  been	  described	  in	  our	  study	  as	  
an	   awareness-­‐raising	   project,	   as	   it	   also	   involved	   lesson	   observations	   and	   interviews	   with	  
students,	  and	  anonymous	  questionnaires,	  to	  name	  a	  few.	  In	  this	  study	  the	  researchers	  used	  
their	  own	  tools	   to	  measure	   the	  effectiveness	  of	   the	  bilingual	  programs	   in	  mind.	   It	  does	  not	  
include	   any	   information	   as	   to	   the	   schools’	   daily	   practice	   and	   using	   certain	   benchmarks	   or	  
frameworks,	  which	  is	  what	  this	  study	  aimed	  to	  establish.	  Which	  can	  be	  described	  as	  a	  notion	  
or	  attempt	  to	  gather	  information	  from	  school	  daily	  practice	  and	  from	  the	  experts	  that	  could	  
then	   be	   used	   for	   preparation,	   conduct,	   and	   coordination	   of	   a	   bilingual	   program	   in	   a	   new	  
school	   in	   any	   country	   in	   Europe	  without	   having	   to	  wait	   for	   an	   external	   body	   to	   assess	   the	  
program.	  Such	  vision	  and	  deep	  understanding	  of	   the	   importance	  of	  program	   improvement,	  
flexibility	  in	  thinking	  and	  reflection	  is	  crucial	  is	  building	  a	  successful	  bilingual	  program	  for	  the	  
students.	   In	  other	  words,	  another	  reason	  and	  an	  additional	  aim	  of	  this	  study	  was	  to	  make	  a	  
broader	   comment	   about	   the	   ways	   of	   measuring	   the	   effectiveness	   of	   bilingual	   education	  
programs	   in	   bilingual	   primary	   and	   secondary	   schools	   in	   Europe	   and	   in	   presenting	   findings	  
applicable	  beyond	  a	  specific	  case.	  	  	  
Many	  studies	  ignore	  variables	  in	  the	  tools	  used	  for	  program	  evaluation.	  This	  study	  addresses	  
those	  neglected	  issues.	  The	  question	  that	  still	  remains	  is	  how	  effective	  are	  some	  of	  the	  major	  
models	   of	   bilingual	   education	   in	   educating	   bilingual	   students.	   Many	   of	   the	   studies	   show	  
contradicting	  results.	  For	  example,	  Danoff	  et	  al.	  (1977,	  1978)	  found	  mainstream	  education	  to	  
be	  more	   effective	   than	   transitional	   bilingual	   education	   in	   the	   United	   States.	   On	   the	   other	  
hand,	   McConnell	   (1980)	   found	   US	   transitional	   bilingual	   education	   to	   be	   better	   than	  
mainstreaming.	  Matthews	   (1979)	   found	  no	  differences	  between	  the	  two	  education	  types	   in	  
the	   US	   (Baker	   2011).	   This	   apparent	   contradictory	   results	   are	   due	   to	   the	   fact	   that	   the	  
effectiveness	  of	  bilingual	   education	   can	  be	   viewed	   from	  different	  perspectives,	   and	  various	  
aspects	  are	  taken	  into	  account	  on	  different	  levels,	  ranging	  from	  the	  classroom	  to	  school	  level.	  	  
The	  study	  sought	  to	  answer	  the	  following	  research	  questions:	  
• Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
• What	  is	  the	  amount	  of	  time	  spent	  on	  L1	  and	  L2	  instruction	  on	  each	  level	  of	  education	  
offered	  by	  the	  school?	  
• What	   opportunities	   are	   students	   given	   to	   enhance	   their	   L2	   skills	   in	   terms	   of	   social	  
integration	  and	  academic	  achievement?	  
• What	  type	  of	  qualifications	  are	  required	  and	  training	  provided	  for	  bilingual	  teachers	  in	  
each	  of	  the	  schools?	  
• What	  is	  the	  literacy	  policy	  in	  terms	  of	  students’	  L1	  and	  L2?	  
• What	   are	   the	   assessment	   principles	   adopted	   by	   the	   school	   in	   terms	   of	   assessing	  
content	  and	  language?	  
• What	  are	   the	  assessment	  principles	   adopted	  by	   the	   school	   in	   terms	  of	   the	  bilingual	  
program?	  
Schools	  with	  different	  bilingual	  programs	  in	  Europe,	  state	  and	  private,	  from	  various	  contexts,	  
have	  been	  chosen	  for	  this	  study	  in	  order	  to	  clarify	  whether	  the	  frameworks	  and	  benchmarks	  
used	   by	   them	   for	   evaluating	   their	   programs	   were	   similar,	   whether	   they	   could	   be	   used	  
effectively	  in	  different	  contexts	  and	  bilingual	  programs	  across	  Europe.	  
Schools	  that	  were	  included	  in	  the	  study:	  
6. the	  private	  Primary	  School	  ‘Schola	  Europea’	  in	  Bergen,	  The	  Netherlands	  
7. the	  	  public	  Primary	  Catholic	  School	  Colegio	  ‘Ramón	  Izquierdo’	  in	  Badajoz,	  Spain	  
8. the	  public	  Primary	  School	  ‘Scuola	  Sanzio’	  in	  Trento,	  Italy	  
9. the	  public	  Primary	  School	  in	  Wołów,	  Poland	  
10. the	  private	  Primary	  School	  ‘Wroclaw	  Internationnal	  School’	  in	  Wrocław,	  Poland	  
The	   study	   followed	   a	   path	   from	   questions	   to	   conclusions.	   The	   research	   questions	   were	   to	  
enable	   the	   researcher	   to	   achieve	   the	   aim	   of	   identifying	   the	   ways	   of	   measuring	   the	  
effectiveness	  of	  bilingual	  programs	  and	  to	  find	  ways	  of	  describing	  and	  comparing	  them.	  This	  
study	   also	   aimed	   to	   find	   variables	   helpful	   in	   designing,	   implementing,	   and	   evaluating	  
successful	  bilingual	  education	  programs	  in	  a	  European	  context.	  
6.1	  Empirical	  findings	  
The	  empirical	  findings	  are	  based	  on	  the	  research	  questions	  as	  follows.	  
1. Is	  the	  bilingual	  curriculum	  integral	  into	  the	  whole	  school	  curriculum?	  
o In	  public	  schools	   the	  bilingual	  curriculum	   is	  combined	  with	   the	  national	  one	   (Badajoz,	  
Trento,	   Wołów).	   Subjects	   taught	   in	   English	   are	   part	   of	   the	   program.	   However,	   the	  
schools	  in	  the	  private	  sector	  have	  introduced	  the	  international	  curriculum	  based	  on	  the	  
International	  Baccalaureates	  (IBO)	  curriculum,	  and	  follow	  the	  strong	  CLIL	  program,	  or	  in	  
other	  words,	  the	  immersion	  program	  (Bergen,	  Wrocław).	  	  	  	  
o In	   Bergen	   the	   inspectors	   from	   the	   national	   education	   departments	   decide	   on	   the	  
curriculum	  and	  visit	  the	  schools	  regularly.	  The	  teaching	  programs	  have	  been	  approved	  
by	   the	   member	   states	   as	   matching	   the	   educational	   requirements	   for	   each	   member	  
state,	  thus	  facilitating	  transfer	  between	  the	  European	  schools	  and	  the	  national	  systems.	  
o All	  of	  the	  schools	  declare	  to	  have	  appropriate	  school	  atmosphere	  as	  well	  as	  a	  bilingual	  
program	   integrated	  with	   the	  whole	   school,	  which	   is	   in	   line	  with	  Brisk’s	   (2010)	  advice.	  
One	   example	   that	   the	   schools	   were	   proud	   of	   was	   the	   fact	   that	   there	   were	   bilingual	  
signs	  in	  all	  of	  the	  school	  buildings.	  
o The	   school	   in	   Badajoz	   is	   involved	   in	   the	   National	   Bilingual	   Education	   Program,	   and	  
closely	   works	   on	   a	   government	   platform	   with	   other	   25	   schools	   participating	   in	   this	  
project.	  
The	   Council	   of	   Europe	   (2010)	   advises	   for	   plurilingual	   and	   intercultural	   education	   to	   be	  
included	   in	   the	   existing	   national	   curricula.	   All	   schools	   follow	   that	   pattern	   but	   Bergen	   and	  
Wroclaw.	  
2. What	   is	   the	   amount	   of	   time	   spent	   on	   L1	   (first	   language)	   and	   L2	   (second	   language)	  
instruction	  on	  each	  level	  of	  education	  offered	  by	  the	  school?	  
o In	  Bergen	  only	  L2	  is	  used.	  The	  L1	  would	  only	  be	  used	  for	  a	  new	  student	  with	  a	  very	  low	  
level	  in	  the	  L2.	  
o In	   Trento	   20	   hours	   out	   of	   30	   are	   taught	   in	   L2	   –	   English,	   that	   means	   8	   subjects	   are	  
entirely	  taught	  in	  L2.	  Italian,	  History	  and	  Religion	  are	  in	  L1	  –	  Italian	  (12	  hours	  in	  total),	  
and	  2	  hours	  are	  in	  German	  (starting	  from	  Year	  3).	  In	  Trento	  the	  use	  of	  L2	  is	  viewed	  as	  a	  
process.	   However,	   all	   the	   instructions	   are	   always	   in	   L2.	   The	   English	   teacher	   accepts	  
Italian,	  but	  re-­‐formulates	  the	  sentences	  in	  English	  and	  in	  a	  correct	  way.	  From	  Year	  3,	  we	  
ask	   the	   children	   to	   switch	   into	   English.	   CLIL	   is	   recognised	   as	   a	   practical	   educational	  
experience	   and	   methodology	   of	   teaching	   and	   learning,	   where	   the	   acquisition	   of	   the	  
foreign	   language	   (FL)	   is	  not	   considered	   the	  end	   result,	  but	  an	   instrument	   for	   learning	  
other	  subject	  content.	  	  
o In	   Wrocław,	   in	   the	   Primary	   grades,	   two	   45	   minutes	   per	   week	   are	   spent	   on	   Polish	  
lessons.	  For	   the	  Middle	  School	   the	  students	  have	   the	  option	  of	  Language	  B	  French	  or	  
Polish.	  The	  rest	  of	  the	  time	  is	  spent	  in	  English.	  For	  international	  students	  the	  school	  has	  
structures	  in	  place	  to	  support	  their	  mother	  tongue	  during	  extra-­‐curricular	  activities.	  
o In	  Wołów	   there	   is	   no	   set	   proportion	   between	   L1	   and	   L2.	   Naturally,	   the	   role	   of	   L2	   is	  
gradually	   increasing	   as	   the	  pupil’s	   L2	   competence	   improves.	   In	  primary	   school	   the	   L2	  
role	   is	   emphasized	   by	   the	   number	   of	   ESL	   classes	   held	   weekly.	   All	   new	   topics	   are	  
introduced	  in	  L1.	  Only	  then	  does	  English	  follow.	  	  
o In	  Badajoz	  maximum	  50%	  of	  time	  is	  spent	  on	  L2	   including	  ESL	  and	  bilingual	  education	  
lessons.	  The	  teacher	  speaks	  in	  English	  and	  students	  explain	  /	  translate	  in	  Spanish.	  
Brisk	   (2010)	  suggests	   that	   the	  use	  of	   language	   in	  curriculum	  and	   instructions	  should	  be	  well	  
planned	  and	  consistent.	   In	  Bergen,	  Wrocław	  and	  Trento	  it	   is.	   In	  Wołów	  and	  Badajoz	  there	  is	  
no	   such	  plan.	   Teachers	  decide	  on	   the	   language	  and	   content	  on	  everyday	  basis.	   There	   is	  no	  
special	  outline.	  	  
Mehisto	  (2012)	  recommends	  that	  student	  learning	  of	  content,	  language,	  and	  related	  learning	  
skills	   should	   be	   interconnected.	  Those	   links	   are	   visible	   in	  Wrocław,	   Trento,	   Bergen,	   but	   are	  
rather	  weak	  in	  Wołów	  and	  Badajoz.	  
3. What	   opportunities	   are	   students	   given	   to	   enhance	   their	   L2	   skills	   in	   terms	   of	   social	  
integration	  and	  academic	  achievement?	  
o All	  of	  the	  schools	  declared	  that	  the	  extra-­‐curricular	  activities	  take	  place	  in	  both	  L1	  and	  
L2.	  
o In	   Wrocław	   and	   Bergen	   it	   is	   more	   feasible	   as	   those	   are	   multilingual	   schools	   with	  
students	  of	  multiple	  origins.	  
o In	   Badajoz	   the	   extra-­‐curricular	   activities	   are	   declared	   to	   be	   conducted	   in	   three	  
languages,	  Spanish,	  English	  and	  Portuguese	  in	  the	  Primary	  School.	  These	  classes	  include	  
Art	  and	  Sports.	  
o In	  Trento	  the	  extra-­‐curricular	  activities	  take	  place	  in	  L1,	  L2	  or	  both	  in	  a	  situation	  when	  
there	  are	  two	  teachers	  speaking	  two	  different	  languages.	  	  
o In	  Wołów,	   there	   is	   a	   KET/PET	   preparation	   course	   for	   primary	   school	   pupils	   after	   the	  
classes.	  
Brisk	   (2010)	   advises	   sustaining	   productive	   relationships	   with	   parents	   and	   communities.	  
Bergen,	  Wrocław	   and	   Trento	  maintain	   good	   community	   relations.	  Wołów	  does	   not	   declare	  
any	   distinctive	   relations	   with	   parents,	   and	   Badajoz	   is	   aiming	   at	   involving	   parents	   and	  
community	  more	  in	  school	  life.	  
Brisk	   (2010)	   emphasized	   the	   need	   for	   English	   to	   be	   promoted	   and	   developed	   for	   social	  
interaction	  and	  academic	  use.	  All	  schools	  endorse	  that	  view	  but	  Wołów,	  where	  English	  is	  used	  
for	  academic	  purposes	  only.	  
4. What	  type	  of	  qualifications	  are	  required	  and	  training	  provided	  for	  bilingual	  teachers	  in	  
each	  of	  the	  schools?	  
o In	   Badajoz,	   Cambridge	   language	   proficiency	   examinations	   (FCE/CAE/CPE)	   are	   desired.	  
FCE	   is	   a	  must	   for	   Primary	   non-­‐native	   speakers.	   The	   same	   teachers	   teach	   science	   and	  
science	  through	  English,	  and	  other	  teachers	  teach	  ESL	  classes.	  Secondary	  teachers	  need	  
to	  be	  subject	  teachers	  and	  also	  posses	  the	  FCE	  qualifications.	  
o In	   Bergen	   teachers	   must	   be	   qualified	   in	   teaching	   a	   subject,	   as	   this	   school	   employs	  
native	   speakers	   of	   English.	   Bergen	   together	   with	   other	   European	   Schools	   are	   official	  
educational	   institutions	   governed	   by	   public	   law	   and	   controlled	   jointly	   by	   the	  
governments	   of	   all	   member	   stated	   of	   the	   European	   Union.	   National	   education	  
departments	  are	  responsible	  for	  appointing	  full-­‐time	  staff.	  
o In	  Wrocław,	  postgraduate	  studies	  in	  the	  area	  of	  teachers’	  expertise	  are	  required.	  	  
o Bergen	  and	  Wrocław	  aim	  to	  have	  a	  dedicated,	  ‘international’	  team	  of	  teaching	  and	  non-­‐
teaching	  staff.	  	  
o In	  Trento,	  TESOL,	  Cambridge	  TKT:	  CLIL,	  BA	  in	  subject	  teaching	  are	  optional.	  
o In	  Wołów,	  English	   is	  taught	  by	  Polish	  teachers	  with	  appropriate	  qualifications	  but	  also	  
by	  one	  native	  speaker	  of	  English.	  
The	  Council	  of	  Europe	   (2010)	  highlights	   the	   importance	   that	   should	  be	  attached	   to	   teacher	  
training.	   All	   of	   the	   schools	   and	   teachers	   participate	   in	   some	   forms	   of	   teacher	   training	  
throughout	  a	  school	  year.	  
5. What	  is	  the	  literacy	  policy	  in	  terms	  of	  students’	  L1	  and	  L2?	  
o All	  of	  the	  schools	  maintain	  the	  support	  of	  literacy	  skills	  in	  both	  languages,	  but	  Wrocław	  
which	  develops	  literacy	  skills	  only	  in	  English.	  
o In	  Wołów	   all	   new	   topics	   are	   introduced	   in	   L1.	   In	   the	   case	   of	   L2	   lessons	   or	   activities	  
home	  language	  is	  used	  to	  clarify	  concepts.	  
o The	  school	   in	  Badajoz	  has	  no	  bilingual	   library	  on	  site.	  The	  books	  can	  be	  viewed	   in	  the	  
lessons	  in	  a	  pdf	  format.	  	  
Brisk	   (2010)	  suggests	   that	  native	   languages	  should	  be	  used	  to	  promote	   literacy	  and	  content	  
area	  learning.	  This	  is	  true	  in	  Trento,	  Badajoz,	  Wołów.	  Whereas	  in	  Bergen	  and	  Wrocław	  it	  only	  
applies	  to	  students	  with	  low	  L2.	  
6. What	   are	   the	   assessment	   principles	   adopted	   by	   the	   school	   in	   terms	   of	   assessing	  
content	  and	  language?	  
o In	  Bergen	  and	  Wołów	  content	  and	  language	  are	  assessed	  separately.	  	  
o In	   Badajoz	   science	   books	   are	   in	   both	   languages	   and	   follow	   the	   same	   topics.	   The	  
assessment	  is	  mainly	  summative.	  
o In	  Trento,	  Assessment	  for	  Learning	  is	  applied.	  	  
o In	  Wrocław,	  all	  teachers	  are	  responsible	  for	  the	  teaching	  of	  language.	  
o In	  Wrocław,	  Bergen	  and	  Trento,	  learning	  is	  seen	  as	  a	  life-­‐long	  process.	  
o In	   Wołów	   assessment	   depends	   on	   the	   subject	   of	   a	   particular	   class.	   However,	   each	  
lesson	   should	   contain	   both	   language	   analysis	   as	   well	   as	   content	   presentation	   /	  
discussion.	  
All	   schools	   declare	   that	   Assessment	   is	   fair	   and	   authentic	   and	   has	   as	   a	   purpose	   improved	  
teaching	  and	  learning	  (Brisk	  2010).	  
7. What	   are	   the	   assessment	   principles	   adopted	   by	   the	   school	   in	   terms	   of	   students’	  
progress	  and	  the	  bilingual	  program?	  
Students’	  progress	  is	  measured	  by:	  
o In	  Badajoz	   teachers	  use	   tests	  and	   formative	  and	  summative	  assessment.	  This	  school	  
ensures	   that	   language	   and	   content	   are	   integrated	   by	   using	   proper	   course	   books.	  
Teachers	   conduct	   tests	   that	   check	   students’	   knowledge.	   The	   same	   program	   and	  
material	  is	  taught	  in	  L1	  and	  in	  L2.	  The	  Science	  book	  in	  English	  ‘My	  Project	  World’	  was	  
published	  by	  Edelvives	   for	  bilingual	   classes	  of	   learners.	   It	   starts	   in	  grade	  1.	  Students	  
also	  have	  an	  ESL	  book	  that	  is	  used	  in	  the	  ESL	  class	  and	  is	  on	  the	  elementary	  level.	  	  
o In	   Bergen	   teachers	   assess	   a	   combination	   of	   skills,	   knowledge	   and	   analysis	   which	   is	  
reflected	   in	   a	   range	   of	   marks	   with	   summative	   and	   formative	   assessment.	   The	  
baccalaureate	  terminal	  exams	  are	  summative	  written	  and	  oral.	  
o In	   Trento	   teachers	   use	   standardized	   and	   not	   standardized	   students’	  work	   (oral	   and	  
written).	  	  
o In	  Wrocław	  the	  school	  has	  a	  comprehensive	  assessment	  policy.	  Within	   the	  scope	  of	  
this	  policy	  a	  variety	  of	  measurement	  tools	  and	  tasks	  are	  used.	  Depending	  on	  the	  stage	  
of	   the	   learning	   activity	   diagnostic,	   formative	   or	   summative	   assessments	   are	  
performed.	   Students	   are	   actively	   involved	   in	   setting	   assessment	   criteria	   and	  
benchmarks.	  
o In	   Wołów,	   there	   are	   several	   mock	   tests	   (with	   no	   marks	   registered)	   where	   pupils’	  
bilingual	  knowledge	  is	  measured.	  Since	  the	  bilingual	  education	  program	  has	  just	  been	  
introduced,	   at	   this	   stage	   subject	   teachers	   closely	   co-­‐operate	   with	   co-­‐coordinating	  
teachers.	  
o All	   of	   the	   schools	   have	   pointed	   to	   the	   CERF	   as	   the	   reference	   for	   L2	   teaching	   and	  
assessment.	  
o The	  schools	  have	  also	  pointed	  to	  the	  frameworks	  /	  benchmarks	  followed	  by	  them	  in	  
order	  to	  obtain	  feedback	  on	  their	  bilingual	  program.	  All	  of	  the	  schools	  have:	  
-­‐ staff	  meetings	  at	  least	  once	  a	  month;	  
-­‐ lesson	  observations;	  
-­‐ one-­‐to-­‐one	  and	  group	  meetings	  and	  correspondence	  with	  parents,	  students	  and	  staff.	  
o Wołów	   and	   Badajoz	   have	   a	   database	   of	   students’	   grades	   over	   several	   years.	   The	  
school	  in	  Bergen	  is	  going	  to	  introduce	  such	  database	  in	  the	  near	  future.	  
o All	  of	  the	  schools	  but	  Wołów	  have	  curriculum	  expectations	  /	  goals	  /	  outcomes	  set.	  	  
The	  suggestions	  given	  by	  Brisk	  (2010)	  in	  regards	  to	  ‘clear	  aims’	  are	  not	  followed	  by	  Wołów.	  
	  
The	  effectiveness	  of	  the	  curriculum	  is	  measured	  by:	  
o The	  school	  in	  Badajoz	  is	  involved	  in	  a	  Project,	  which	  provides	  guidelines.	  
o Bergen	  and	  Wrocław	  are	  part	  of	  an	  external	  institution	  and	  body.	  As	  IB	  schools,	  they	  
aim	   to	   foster	   international	   mindedness,	   supporting	   active	   participation	   in	   a	  
community	   life	   and	   also	   to	   support	   the	   students	   to	   gain	   an	   understanding	   of	   the	  
global	  impact	  their	  actions	  have	  in	  the	  world.	  
o Trento	  and	  Wołów	  have	  their	  own	  assessment	  policy.	  
o Bergen	  is	  managed	  by	  national	  inspectors	  responsible	  for	  subjects.	  The	  baccalaureate	  
exams	  are	  centrally	   set	  and	  carefully	  monitored.	  There	   is	  quality	  control	   throughout	  
and	  a	  system	  of	  checks	  and	  balances.	  All	  syllabuses	  have	  to	  be	  passed	  at	  a	  European	  
level.	  	  
o Trento	  has	  the	  PAT	  curriculum	  adapted	  to	  the	  bilingual	  education.	  Pat	  curriculum	  is	  an	  
adaptation	   of	   the	   national	   curriculum	   plus	   parts	   entirely	   suitable	   for	   their	   political,	  
historical	  and	  geographical	  reality.	  They	  have	  national	  tests	  every	  year,	  called	  INValSI	  
(Istituto	   Nazionale	   per	   la	   Valutazione	   del	   Sistema	   dell’Istruzione),	   in	   Year	   2	   and	   5	  
about	  Italian	  and	  Maths.	  	  
o In	  Wrocław	  there	  is	  a	  requirement	  of	  the	  IBO	  that	  each	  school	   is	  authorized	  to	  offer	  
one	   or	  more	   of	   their	   programmes	   have	   a	   5	   year	   evaluation.	   The	   school	   is	   asked	   to	  
undergo	  a	  self	  study	  of	  the	  standards	  and	  practices	  required	  by	  the	  IBO.	  Once	  this	  has	  
been	  done	  and	  evidence	  has	  been	  gathered	  a	  visiting	  team	  of	  IBO	  representatives	  will	  
visit	   the	   school	   and	   evaluate	   the	   school	   based	   on	   its	   finds.	   Yearly	   reflection	   and	  
revision	  sessions	  on	  the	  programme	  of	  inquiry	  are	  also	  undertaken.	  	  
Mehisto	   (2012)	   recommends	   anonymous	   surveys.	   Those	   are	   done	   only	   in	   Bergen	   and	  
Wrocław.	  	  
Mehisto	   (2012)	   values	  audits	   and	   inspections.	   All	   of	   the	   schools	   have	   declared	   undergoing	  
school	  audits	  done	  by	  an	  external	  body,	  which	  means	  that	  they	  do	  not	  have	  to	  be	  connected	  
to	  the	  bilingual	  program	  as	  such	  (Badajoz,	  Trento,	  Wołów).	  
Mehisto’s	   suggestions	   offer	   certain	   instruments	   that	   summarize	   key	   considerations	   that	  
influence	   learning	   in	   bilingual	   education	   context.	   Such	   instruments	   and	   frameworks	   for	  
measuring	   the	  effectiveness	  of	  bilingual	  programs	  were	  attained	   from	  school	  Principals	  and	  
compared	  with	  experts	  (Mehisto	  and	  Brisk)	  and	  The	  Council	  of	  Europe	  proposals.	  The	  results	  
indicate	  the	  differences	  in	  the	  effectiveness	  in	  the	  use	  of	  the	  evaluation	  tools	  in	  the	  bilingual	  
education	  programs	  in	  different	  countries,	  various	  ways	  of	  measuring	  their	  effectiveness,	  but	  
also	   different	   degrees	   of	   the	   awareness	   of	   the	   need	   for	   benchmarking	   /	   evaluation	   and	   of	  
using	   it	   as	   a	   tool	   for	   further	   improvement	   of	   the	   program.	   Whereas,	   monitoring	   and	  
evaluation	  of	  bilingual	  programs	  are	  essential	  and	  provide	  tools	  for	  gathering,	  analyzing	  and	  
discussing	  information	  (Mehisto	  2012).	  	  
The	  most	  astonishing	  fact	   is	   that	  neither	  bilingual	  programs	  coordinators	  /	  school	  principals	  
nor	  teachers	  seem	  to	  see	  the	  value	  of	  benchmarking	  in	  their	  everyday	  practice	  and	  as	  a	  good	  
way	   of	   improving	   their	   and	   their	   students’	   performance.	   They	   appear	   to	   believe	   in	   the	  
importance	   of	   summative	   tests	   as	   an	   equivalent	   of	   students’	   progress	   and	   their	   own	  work	  
assessment.	   At	   the	   same	   time	   there	   seem	   to	   be	   a	   vast	   interest	   in	   the	   use	   of	   appropriate	  
benchmarking	  and	  implementing	  it	  in	  the	  school	  life.	  	  
The	   aims	   of	   plurilingual	   and	   intercultural	   education,	   which	   the	   Council	   of	   Europe	   is	  
recommending	  to	  its	  member	  states	  as	  a	  response	  to	  the	  increasingly	  plural	  character	  of	  their	  
societies,	  have	  been	  detailed	  in	  many	  of	  its	  texts	  (www.coe.int/lang).	  The	  characteristics	  of	  a	  
plurilingual	  and	   intercultural	  curriculum	  derive	   from	  the	  values	  and	  principles	  on	  which	  this	  
vision	  of	  education	  is	  based.	  They	  can	  be	  seen	  in	  terms	  of	  specific	  achievements.	  For	  example,	  
such	  a	  curriculum	  should	  enable	  learners	  to:	  
-­‐ expand	  and	  maintain	  their	  language	  repertoires;	  
-­‐ instruct	  themselves	  in	  their	  primary	  language	  (language	  of	  the	  home);	  
-­‐ acquire	  the	  language	  competences	  needed	  for	  life	  in	  the	  community	  	  
-­‐ grasp	  the	  creative	  potential	  of	  all	  languages,	  which	  generates	  new	  forms	  and	  opens	  a	  door	  
to	  the	  world	  of	  the	  imagination;	  
-­‐ learn	  the	  language	  and	  discourse	  genres	  which	  are	  specific	  to	  social	  usage	  and	  particularly	  
other	  subjects,	  and	  which	  are	  needed	  to	  succeed	  at	  school.	  
	  
Such	  education	  can	  be	  promoted	  by	  curricular	  actions	  regarding	  the:	  
-­‐ 	  goals,	  aims	  and	  competences	  to	  be	  acquire;	  
-­‐ content	  and	  activities;	  
-­‐ evaluation	  methods;	  
-­‐ tested	  and	  adopted	  approaches	  and	  methods;	  
-­‐ teaching	  aids,	  and	  training	  priorities	  for	  teachers;	  
-­‐ need	  for	  co-­‐operation	  within	  teaching	  teams	  and	  school	  principals.	  	  
It	  is	  described	  in	  great	  detail	  by	  the	  Council	  of	  Europe.	  Hence	  the	  bewilderment	  as	  to	  the	  lack	  of	  
competence	  in	  school	  Principals	  and	  program	  coordinators	  in	  this	  study.	  	  
	  
6.2	  Research	  methodology	  
The	  Mixed	  Methods	  (MM)	  Design	  has	  been	  applied	   in	  this	  study,	  as	  the	  combination	  of	   the	  
qualitative	  and	  quantitative	  methods,	  as	   it	   supports	  a	  better	  understanding	  of	   the	   research	  
problem	   (Cresewell	   &	   Plano	   Clark	   2010).	   Elements	   of	   qualitative	   and	   quantitative	   strands	  
were	   therefore	   combined.	   Eclectic	   pragmatism	   served	   as	   a	   bridge	   between	   paradigm	   and	  
methodology	   (Cameron	   2011).	   It	   is	   a	   practical	   approach	   to	   a	   problem	   as	   it	   uses	   diverse	  
approaches,	   and	   valuing	  both	   subjective	   and	  objective	   knowledge	   (Cresewell	  &	  Plano	  Clark	  
2010).	  It	  supports	  fallibilism,	  which	  is	  a	  philosophical	  principle	  arguing	  that	  absolute	  certainty	  
about	  knowledge	  is	  impossible	  (Kompridis	  2006:180).	  The	  MM	  encourages	  the	  researcher	  to	  
being	   open	   to	   new	   evidence	   that	   might	   invalidate	   a	   previously	   held	   position	   or	   belief.	  
Pragmatism	   is	   therefore	   a	   practical	   and	   applied	   research	   philosophy	   and	   can	   guide	  
researchers	  on	  how	  the	  different	  approaches	  can	  be	  mixed	  more	  suitably	  (Hoshmand	  2003).	  
Mixed	  methods	  were	   appropriate	   in	   this	   study	   as	   there	   are	   schools	   from	   various	   countries	  
with	  their	  own	  bilingual	  education	  programs	  and	  the	  MM	  allow	  to	  incorporate	  many	  diverse	  
viewpoints	  (Cresewell	  &	  Plano	  Clark	  2010).	  
In	   the	   Mixed	   Methods	   the	   research	   questions	   are	   of	   primary	   importance,	   even	   more	  
important	   than	   methods	   used	   and	   the	   worldview	   that	   underlines	   methods	   (Teddlie	   &	  
Tashakkori	   2003).	   The	   research	   questions	   drive	   the	   study,	   where	   deductive	   and	   inductive	  
logic	  is	  applied,	  and	  the	  QUAL	  and	  QUAN	  methods	  integrated.	  This	  study	  involved	  deductive	  
and	  inductive	  logic	  of	  inquiry.	  Deductive	  reasoning	  was	  used	  at	  the	  beginning	  of	  the	  study	  to	  
make	  certain	  predictions	  about	  the	  data	  needed	  to	  match	  the	  frameworks	  and	  benchmarks	  
suggested	  by	  the	  experts.	  The	  premise	  in	  the	  deductive	  reasoning	  was	  the	  assumption	  that	  all	  
of	   the	   schools	   use	   certain	   tools	   to	   measure	   the	   effectiveness	   of	   their	   bilingual	   education	  
programs.	  Hence,	  there	  was	  a	  certain	  set	  of	  data	  gathered	  from	  the	  available	   literature	  and	  
sources	   and	   used	   to	   deduce	   some	   new	   facts,	   in	   other	   words,	   to	   reach	   a	   logically	   certain	  
conclusion.	   Inductive	   reasoning	  was	  used	   to	  piece	   together	  all	  of	   the	  data	   in	  a	   search	   for	  a	  
common	   pattern	   and	   generalization.	   The	   deductive-­‐inductive	   logic	   of	   inquiry	   allows	   the	  
researcher	   to	   move	   from	   hypotheses	   to	   observations	   and	   then	   back	   to	   implications,	  
backwards	  and	  forwards.	  
This	   study	   took	   the	   convergent	   parallel	   design,	  where	   the	   researcher	   collects	   and	   analyzes	  
quantitative	  and	  qualitative	  data	  during	  the	  same	  phase	  of	  the	  research	  as	  follows:	  
	  
Quantitative	  	  
Data	  Collection	  	  
and	  Analysis	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Compare	  and	  Relate	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Interpretation	  
Qualitative	  	  
Data	  Collection	  	  
and	  Analysis	  
	  
Data	  collection	  involved	  implementing	  questionnaires,	   interviews,	  and	  multiple	  case	  studies.	  
The	  results	  of	  the	  research	  were	  combined	  and	  interpreted	  together.	  
In	   this	   research	  multisite	   case	   studies	   and	   questionnaires	  were	   applied	   in	   bilingual	   schools	  
context	   in	   Europe	   and	   included	   internal	   comparisons	   between	   those	   studies,	   however,	  
external	  comparisons	  with	  the	  standards	  abiding	  in	  Europe	  were	  also	  performed.	  Therefore,	  a	  
case	  study	  in	  this	  research	  involved	  an	  institution,	  a	  school,	  and	  a	  bilingual	  education	  program	  
within	   it.	   The	   methods	   in	   this	   study	   met	   in	   the	   same	   phase.	   There	   was	   an	   equal	   priority	  
between	  the	  strands.	  They	  intentionally	  interacted	  with	  one	  another	  during	  the	  course	  of	  the	  
study	   and	   as	   a	   result	   offered	   more	   varied	   and	   differentiated	   design	   possibilities.	   The	  
investigations	   are	   answered	   both	   in	   narrative	   and	   numerical	   forms.	   The	   point	   of	   interface,	  
when	   the	   strands	   are	   mixed	   happened	   during	   the	   design	   phase.	   The	   research	   design	   was	  
fixed,	  meaning	   that	   the	   use	   of	   QUAL	   and	   QUAN	  methods	  was	   planned	   at	   the	   start	   of	   the	  
study	  and	  later	  implemented.	  	  
The	   triangulation	   techniques	   used	   in	   this	   study	   are	   used	   both	   in	   data	   analysis	   and	   in	  
determining	  the	  quality	  of	  that	  data.	  The	  methodological	  triangulation	  was	  used	  in	  this	  study.	  
It	  involved	  the	  use	  of	  multiple	  quantitative	  and	  qualitative	  methods	  to	  conduct	  the	  research.	  
When	   the	   results	   from	   each	   of	   the	  methods,	   such	   as	   questionnaires,	   interviews,	   and	   case	  
studies	  were	  compared,	  similar	  results	  were	  found,	  therefore	  we	  can	  say	  that	  the	  validity	  was	  
established.	  However,	   there	  were	  some	   inconsistencies	   found,	  which	  should	  not	  be	  seen	  as	  
weakening	  the	  evidence,	  but	  are	  viewed	  as	  an	  opportunity	  to	  uncover	  deeper	  meaning	  in	  the	  
data	  (Patton	  2002).	  	  
6.3	  Study	  limitations	  and	  suggestions	  for	  further	  research	  
The	  limitations	  of	  this	  study	  in	  terms	  of	  the	  findings	  are	  grounded	  in	  the	  research	  methods.	  
As	   a	   consequence	   of	   the	  Mixed	  Methods	  Methodology	   (MM)	   and	   the	   lack	   of	   possibility	   to	  
visit	  all	  schools	  and	  do	  an	  ethnographical	  type	  of	  research,	  which	  would	  generate	  a	  high	  cost	  
for	  the	  study,	  the	  study	  encountered	  some	  limitations,	  which	  need	  to	  be	  considered.	  	  
One	  of	  them	  is	  an	  obstacle	  related	  to	  Bruner’s	  (1990)	  words	  related	  to	  the	  fact	  that	  learning	  
and	   thinking	   have	   always	   been	   situated	   in	   a	   cultural	   setting,	   and	   what	   should	   be	   added,	  
teaching	  as	  well.	  Schools	  differ	  from	  one	  another	  depending	  on	  their	  cultural	  context.	  It	  is	  not	  
a	  rare	  opinion	  that	  the	  school	  directors	  and	  teachers	  do	  not	  wish	  a	  longer	  school	  visit	  from	  a	  
person	  from	  outside	  of	  the	  school	  as	  this	  would	  add	  up	  to	  their	  daily	  work,	  and	  as	  mentioned	  
above,	   increase	   the	   cost	   and	   the	  duration	  of	   the	   study.	   There	  was	   certain	   information	   that	  
could	  not	  be	  obtained	  in	  order	  to	  answer	  the	  research	  questions	  fully.	  The	  school	  principals	  /	  
coordinators	   of	   bilingual	   education	   programs	   answered	   the	   questionnaires	   about	   the	  
benchmarks	  and	   frameworks	   they	  use	   in	   their	  bilingual	   school	  environment,	  however,	   they	  
were	  unable	  to	  produce	  any	  documents	  to	  confirm	  their	  daily	  practice.	  They	  rather	  admitted	  
that	   such	   frameworks	  are	  used	  by	  an	  external	  body	   to	   inspect	   the	  school,	  or	  during	  audits.	  
The	   awareness	   of	   the	   need	   for	   the	   use	   of	   such	   evaluation	   tools	   formatively	   in	   order	   to	  
improve	   the	  program	  was	   rather	   low.	  The	  dependence	  on	   the	  external	  body	  or	   supervisors	  
was	   very	   high.	   There	   appeared	   to	   also	   be	   the	   problem	   of	   time,	   on	   the	   part	   of	   the	  
respondents.	  They	  seemed	  not	  to	  have	  enough	  time	  to	  fill	   in	  the	  whole	  questionnaire,	  even	  
though	  it	  was	  written	  with	  closed	  questions	  only.	  Due	  to	  such	  limitations,	  and	  since	  a	  concern	  
appeared	  about	  the	  appropriate	  filling	   in	  of	  the	  questionnaire	  and	  the	  understanding	  of	  the	  
questions,	   a	   decision	  has	   been	  made	   to	   visit	   the	   school	   in	   Badajoz	   in	   Spain,	   and	  Wołów	   in	  
Poland.	   Those	   two	   schools	   were	   chosen,	   as	   they	   both	   had	   just	   started	   their	   bilingual	  
education	   programs	   and	   were	   least	   experienced	   in	   delivering	   their	   programs.	   Indeed,	   the	  
school	  visits	  were	  very	  productive,	  and	  it	  was	  easier	  to	  establish	  a	  good	  rapport	  and	  the	  right	  
level	   of	   response.	   Nevertheless,	   it	   has	   appeared	   that	   the	   schools’	   bilingual	   program	  
coordinators	   had	   little	   idea	   of	   the	   existence	   of	   evaluation	   tools	   and	   limited	   their	   work	   to	  
monitoring	   the	   testing	   system	   at	   school.	   The	   awareness	   of	   evaluation	   frameworks	   and	  
benchmarks	   is	   undoubtedly	   helpful	   in	   organising	   school	   life,	   work,	   training	   sessions,	   and	  
assessment,	   which	   is	   the	   program	   coordinator	   and	   everybody’s	   who	   is	   engaged	   in	   the	  
program	   responsibility.	   The	   lack	   of	   knowledge	   in	   this	   respect	   could	   lead	   to	   the	   lack	   of	  
effectiveness,	   coincidental	   trainings,	   absence	   of	   specific	   assessment	   principles,	   and	   other	  
consequences.	  
This	  study	  has	  achieved	  its	  aim	  and	  answered	  the	  research	  questions	  effectively.	  However,	  in	  
the	  light	  of	  the	  above,	   it	  would	  be	  highly	  advisable	  to	  visit	  the	  schools	   in	  the	  period	  of	  time	  
when	   the	   evaluation	   of	   the	   program	   is	   conducted	   and	   to	   see	   what	   benchmarks	   or	  
frameworks	  are	  used	   in	  practice,	  as	  well	  as	  who	  uses	   them	  and	  what	  knowledge	   they	  have	  
about	   them	  and	   their	  usefulness	   /	  effectiveness.	   It	  might	  be	  a	  good	   idea	   to	  conduct	  a	   joint	  
study	  with	  a	  researcher(s)	   from	  another	  country	  who	  would	  undertake	  a	  study	   in	  their	  own	  
country.	   Thanks	   to	   such	   solution,	   the	   joint	   study	   could	   be	  more	   effective	   in	   terms	   of	   data	  
collection,	  the	  findings	  and	  validity.	  Such	  study	  could	  verify	  the	  findings	  of	  this	  study.	  
It	  might	  be	  a	  productive	   idea	  to	  publish	  a	   ‘Practical	  Guide	  on	  Benchmarking’	   in	  primary	  and	  
secondary	  bilingual	  schools	  in	  Europe.	  In	  2008	  a	  similar	  Practical	  Guide	  was	  published	  but	  for	  
the	  Higher	  Education,	  and	  can	  be	  found	  on	  www.education-­‐benchmarking.org.	  It	  investigates	  
the	   practices	   of	   benchmarking	   in	   higher	   education	   with	   the	   focus	   on	   collaborative	  
benchmarking.	  Since	  most	  of	   the	   schools	  which	  participated	   in	   this	   study	  expressed	  a	  need	  
for	  sharing	  and	  learning	  from	  one	  another,	  the	  idea	  of	  collaborative	  benchmarking,	  collective	  
learning,	   seems	   more	   than	   appropriate.	   It	   is	   only	   a	   matter	   of	   the	   organisation	   of	   such	   a	  
Project	  and	  the	  involvement	  of	  different	  institutions	  and	  specialists	  in	  bilingual	  education	  and	  
research.	  Bilingual	   schools	  are	   in	  need	  of	  guidelines	   for	  effective	  benchmarking.	  Such	  guide	  
could	   therefore	   become	   a	   tool	   to	   be	   used	   to	   improve	   bilingual	   schools’	   performance,	   as	  
benchmarking	  is	  a	  technique	  that	  helps	  to	  improve	  institutional	  performance.	  In	  this	  case	  the	  
school	   Principals	   /	   staff,	  would	  have	   the	  opportunity	   to	   see	  how	  other	   schools	  perform,	   to	  
understand	  why	  they	  perform	  better	  and	  to	  improve	  their	  own	  internal	  processes	  that	  would	  
enhance	   the	   school’s	   performance.	   This	   process	   would	   lead	   to	   greater	   self-­‐awareness	   and	  
understanding	  among	  the	  employees.	  The	  final	  product	  of	  such	  a	  Project	  could	  be	  an	  online	  
platform,	   available	   to	   everyone,	   which	   would	   promote	   good	   practices	   and	   exchange	   of	  
information.	  
In	   conclusion,	   the	   general	   objective	   of	   this	   study	   was	   to	   identify	   the	   frameworks	   and	  
benchmarks	   for	   measuring	   of	   the	   effectiveness	   of	   bilingual	   programs	   and	   to	   find	   ways	   of	  
describing	   and	   comparing	   them,	   and	   this	   aim	   has	   been	   achieved.	   The	   research	   questions	  
contributed	   to	   the	  objectives	  of	   this	   research.	   They	  provided	  answers	   in	   a	   variety	  of	   forms	  
and	  allowed	  to	  produce	  guidelines	  of	  qualitative	  and	  quantitative	  measurements	  used	  by	  the	  
bilingual	   schools	   (Cuttance	   1990).	   All	   of	   the	   researched	   factors	   were	   objective	   and	  
measurable.	  	  
The	  goal	  of	  this	  study	  was	  underlined	  by	  the	  believe	  that	   ‘competent	   language	  use	  plays	  an	  
essential	  role	   in	  all	   forms	  of	   life	  and,	  specifically,	   in	  all	   forms	  of	  education’.	   It	   involves	  more	  
than	  just	  a	  command	  of	   linguistic	  means	  of	  communication.	  Language	  is	  a	  tool	  for	  acquiring	  
and	  transferring	  knowledge.	   It	   is	  perhaps	  the	  most	   important	  aspect	  of	  the	  development	  of	  
human	   beings,	   both	   as	   individuals	   and	   as	   members	   of	   society.	   Language	   helps	   us	   to	  
understand	  and	  make	  sense	  of	  reality,	  while	  being	  a	  vehicle	  for	  creativity.’	  (European	  Centre	  
for	   Modern	   Languages,	   2010:5)	   Research	   shows	   that	   strong	   bilingual	   programs	   and	  
bilingualism	   promote	   academic	   success.	   The	   attainment	   of	   a	   successful	   bilingual	   education	  
program	  can	  be	  supported	  with	  the	  application	  of	  proper	  benchmarking	  techniques	  and	  other	  
tools	  used	  for	  the	  evaluation	  of	  such	  programs.	  Therefore,	  this	  study	  aimed	  to	  find	  variables	  
helpful	  in	  designing,	  implementing,	  and	  evaluating	  successful	  bilingual	  education	  programs	  in	  
a	  European	  context.	  The	  implementation	  of	  the	  MM	  methodology,	  where	  the	  combination	  of	  
quantitative	  and	  qualitative	  approaches	  was	  applied,	   allowed	   to	  draw	   insights	   into	   schools’	  
daily	   practice	   (Cresewell	   &	   Plano	   Clark	   2010).	  MM	   is	   the	   type	   of	   research	   design	   in	  which	  
QUAN	  and	  QUAL	  approaches	  as	  well	  as	  deductive	  and	   inductive	   logic	  of	   inquiry	  are	  used	   in	  
the	   types	   of	   research	   questions,	   methods,	   and	   in	   data	   collection	   and	   analysis	   procedures.	  
Nonetheless,	  this	  research	  also	  showed	  these	  methods’	  limitations,	  as	  it	  mainly	  relied	  on	  the	  
questionnaires	  and	  case	  studies	  and	  not	  on	  the	  observation	  time	  spent	  in	  each	  of	  the	  schools.	  
A	   number	   of	   studies	   have	   addressed	   the	   issue	   of	   the	   effectiveness	   of	   bilingual	   education	  
programs	   in	   the	   past.	   However,	   most	   of	   them	   presented	   students’	   progress	   based	   on	  
standardized	   tests.	   Very	   few	   studies	  make	   reference	   to	   the	   characteristics	   of	   the	   program	  
itself	  and	   its	  evaluation	   rather	   than	   to	   the	   results	  of	   student	  attainment.	  The	  question	   that	  
needed	   an	   answer	   concerns	   the	   effectiveness	   of	   some	   of	   the	   major	   models	   of	   bilingual	  
education	  programs.	  Many	  of	  the	  studies	  show	  contradicting	  results	  in	  this	  respect.	  Danoff	  et	  
al.	  (1977,	  1978)	  found	  mainstream	  education	  to	  be	  more	  effective	  than	  transitional	  bilingual	  
education.	  Whereas,	   McConnell	   (1980)	   found	   the	   transitional	   bilingual	   education	   is	   better	  
than	   mainstreaming.	   Matthews	   (1979)	   found	   no	   differences	   between	   those	   two	   main	  
education	   types	   in	   the	   United	   States	   (Baker	   2011).	   These	   discrepancies	   are	   due	   to	   the	  
different	  perspectives	  taken	  by	  researchers,	  and	  various	  aspects	  of	  bilingual	  education	  taken	  
into	  account.	  
This	  research	  illustrates	  a	  gap	  in	  a	  field	  of	  study	  in	  terms	  of	  ways	  of	  effective	  benchmarking	  in	  
a	  bilingual	  education	  scenario,	  that	  are	  employed	  by	  various	  schools	  in	  Europe.	  It	  shows	  that	  
the	  awareness	  of	  the	  majority	  of	  the	  bilingual	  program	  coordinators	  of	  the	  use	  of	  evaluation	  
tools,	   and	   the	   understanding	   of	   benchmarking	   as	   a	   technique	   to	   improve	   school’s	  
performance,	  is	  rather	  low.	  However,	  their	  need	  to	  gain	  more	  knowledge	  and	  expertise	  in	  this	  
respect	  seemed	  immense	  and	  urgent,	  which	  in	  itself	  is	  a	  positive	  aspect	  of	  the	  findings	  in	  this	  
study,	  as	  it	  manifests	  a	  clear	  direction	  in	  which	  the	  future	  research	  should	  be	  developed.	  
There	  is	  no	  doubt	  that	  designing	  bilingual	  curriculum	  is	  a	  complex	  task.	  It	  covers	  educational	  
aims	   of	   a	   program	   and	   involves	   linking	   subject	   syllabuses	   which	   used	   to	   be	   designed	  
separately	  with	  the	  aims	  of	  a	  new	  bilingual	  program.	  Teachers	  need	  to	  be	  educated	  in	  how	  to	  
deliver	  such	  curriculum.	  Schools	  must	  make	  choices	  in	  relation	  to	  the	  introduction	  of	  English,	  
numbers	   of	   hours	   spent	   on	   L1	   and	   L2,	   but	   also	   approaches	   to	   teaching,	   training	   staff	   and	  
materials	   to	   be	   used	   in	   the	   lessons.	   Nevertheless,	   the	   most	   important	   factors	   here	   are	  
progression	   and	   continuity	   (García	   2009).	   Deficiency	   of	   those	   two	   factors	   may	   lead	   to	  
unsuccessful	  bilingual	  development	  in	  learners.	  It	  would	  therefore	  be	  advisable	  for	  the	  future	  
studies	   to	  be	   administered	  at	   schools	   over	   a	   longer	  period	  of	   time	   in	  order	   to	  observe	   the	  
application	   of	   the	   evaluation	   tools	   and	   benchmarks	   and	   to	   examine	   their	   effectiveness,	   as	  
with	  the	  help	  of	  appropriate	  evaluation	  tools	  /	  benchmarking	  techniques,	  bilingual	  education	  
programs	   can	   be	   delivered	   in	   a	   reflective	   and	   successful	  way.	   Consequently,	   as	  mentioned	  
above,	  it	  may	  be	  a	  novel	  idea	  to	  publish	  a	  ‘Practical	  Guide	  on	  Benchmarking’	  in	  primary	  and	  
secondary	  bilingual	  schools	   in	  Europe.	  The	  immediate	  need	  for	  such	  a	  publication	  and	  more	  
systematizing	   in	   this	   area	   of	   education	   is	   visible	   in	   some	   recent	   research	   and	   articles.	  
Martínez	   López	   and	   Cantero	   García	   (2014)	   estimated	   this	   demand	   and,	   in	   their	   article,	  
recommend	   evaluation	   procedures	   constructed	   by	   them.	   Some	   of	   the	   suggested	   strategies	  
could	   be	   implemented	   by	   the	   teachers	   working	   in	   bilingual	   schools.	   They	   have	   called	   this	  
approach	   to	   evaluation	   authentic	   assessment,	   as	   it	   aims	   at	   personalising	   assessment	  
strategies	  and	  can	  be	  used	  alternatively	  to	  other	  traditional	  methods	  of	  student	  evaluation.	  
There	   is	   an	   ongoing	   tendency	   in	   higher	   education	   nowadays	   to	   offer	   bilingual	   courses	   in	  
education	  for	  students,	  especially	  in	  Spain,	  where	  bilingual	  programs	  are	  being	  established	  in	  
the	  state	  school	  sector	  (Ramos	  García	  2013).	  Some	  Universities,	  like	  the	  University	  of	  Córdoba	  
or	  the	  University	  of	  the	  Basque	  Country,	  offer	  Primary	  and	  Pre-­‐Primary	  Education	  courses	  as	  
bilingual	   degrees	   to	   students	  who	  wish	   to	   teach	   in	   a	   bilingual	   school	   after	   graduating.	   This	  
answers	   the	   needs	   and	   expectations	   of	   students	   who	   will	   then	   be	   able	   to	   look	   for	   better	  
employment	  opportunities	  and	  raises	  students’	  awareness	  of	  the	  issues	  concerning	  bilingual	  
education	  as	  a	  whole.	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